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Abstract 
This thesis comprises a study of English Language teaching methodologies in the Faculty 
of Languages for Specific Purposes at The Udmurt State University in Russia. Findings 
are drawn from a combination of qualitative and quantitative research methods which 
provide both a longitudinal and cross-sectional perspective. 
Existing information gathered for a taxonomic survey and supported by naturalistic 
observations demonstrates that UdSU has a small corpus of ESP teaching materials with 
a limited value. Only two teachers have been research active in creating UdSU variants 
of the Milashevich Method and the Intensive Method. However, both variants contain 
weaknesses and require further methodological development. 
Insights drawn from an analytical investigation into UdSUs four strands of assessment 
reveal that there is a lack of consistency in the application of and therefore a 
methodological weakness in the Faculty's assessment criteria. 'Data gathered from 
existing material and interviews, show that UdSU requires further development in the 
area of syllabus design. At present, it continues to work within restricting institutional 
constraints. 
Elicitation techniques involving questionnaires and interviews support the qualitative 
findings of the taxonomic survey that teaching methodologies are limited in range and 
low in cognitive value. The teachers' preferred teaching strategies correlate strongly with 
their students' preferred learning tasks. While the students are positively motivated by 
contact with Target Language speakers and the general usefulness of the TL, they are less 
positive about the difficulty of the TL and the learning experiences of the TL classroom. 
In the conclusion, I show that UdSUs ESP teaching methodologies are of limited quality. 
They have served a purpose in the given isolated environment of Central Russia. 
However, contact with the West has exposed fundamental flaws in the Faculty's approach 
to ESP teaching. In the foreseeable future, it will continue to experience difficulties in 
implementing change. 
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CHAPTER ONE - INTRODUCTION 
1.1 Overview of Thesis and Statement of Aims 
Since the disintegration of the Communist system in Central and Eastern Europe at the 
start of the 1990's, the European Union has sought to assist the countries located in those 
regions in a variety of ways. In higher education, TFENTUS, projects (See Appendix I for 
further details about TENTUS) were established to assist Central and Eastern European 
universities in updating the staff on Western teaching and assessment methodologies. In 
addition, the aim was to provide individual subject faculties with personal contact with 
Western academics in individual subject areas. Financial support was also given for the 
purpose of staff mobilities to Western higher education establishments and for the 
purchase of Western teaching resources. In 1994, The Manchester Metropolitan 
University (NW along with The University of Helsinki and the Technische 
Hochschule Darmstadt began a one year preparatory TEMPUS project with The Udmurt 
State University (UdSU). The goal for the Russian 'partner' university was to seek 
assistance in the development of the educational process in its proposed Faculty of 
Languages for Specific Purposes (FLSP). The project was completed during the year 
1994-95 and of the 96 pre-JEP projects financed in Russia at that stage, it was only one 
of 20 which received full funding for the three-year follow-up project. 
The TENVUS project, T-JEP-10054-95, had as its aim 'the updating of languages 
curricula, methodology and materials' in the FLSP at UdSU. The specific objectives of 
the project were: (1) The restructuring of English and German courses (not French) for 
non-specialist linguists at The Udmurt State University. This included producing 
syllabuses for EFL and DAF (Deutsch als Fremdsprache) courses; (2) The training of 
UdSU staff in communicative approaches to teaching and learning. This involved 
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'improving' the staffs own abilities in the foreign language, updating teaching and 
learning skills (particularly for those teachers under the age of thirty-five) and showing 
them how to acquire the ability to devise new teaching materials; (3) The creation of a 
new Faculty of Languages for Specific Purposes at UdSU This included the 
establishment of an open learning centre for staff and students. 
During this three year period, several crucial issues arose which had not been anticipated 
before the beginning of the project. First, it became clear to those involved in the project 
that much of the work which TEMPUS expected to be completed could not in fact be 
achieved in the manner originally envisaged. TEMPUS had previously been active in 
Central Europe only. The organisation had drawn up similar criteria and goals for Russia. 
However it was felt by many involved in T-JEP-10054-95 that TOvIPUS had not fully 
appreciated the realities of the situation on the ground at UdSU. Second, there was a 
distinct dearth of knowledge about Russian language teaching methodologies on the part 
of many Western academics involved in the project. This is reflected in the limited range 
of Western literature on Russian universities outside of Moscow and St. Petersburg. In 
the case of UdSU, the university is situated in Central Russia, 600 miles from Moscow in 
the city of Izhevsk which was formerly a closed city. Consequently, knowledge about 
UdSU in the West was non-existent at the start of the project. The third issue leads 
directly on from the latter, namely that the starting point for the construction of an 
understanding between Western academics and their UdSU counterparts was extremely 
low. This was experienced in many different ways such as an adequate appreciation of 
the other's educational traditions, the use of different technical terminology and issues 
relating to the specific nature of EFL teaching at UdSU. 
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1.2 Context of the Research and Definition of the Research Question 
From the evidence given in section 1.1 above it is clear that there are gaps in the West's 
knowledge of Russia! s EFL teaching and assessment methodologies. This knowledge 
needs to be up-dated and the gaps filled. It is the purpose of this research to fill these 
gaps at least in part. By focusing on one of the so-called 'provincial' universities which 
represent a clear majority of universities in Russia, it is envisaged that a unique 
contribution can be made to the West's understanding of how ESP is taught in a Russian 
context. 
There is another key reason why it is important that research into UdSU is required in the 
West which is the most important of all for EU taxpayers. The European Training 
Foundation runs the TEMPUS projects in- Russia using EU their money. Each project 
costs around E500,000 over the three year cycle. Over the last ten years several hundred 
projects have been completed or are nearing completion. To those Westerners working 
on the ground at UdSU, it was clear that TEMPUS had not fully understood the true 
nature of the situation at UdSU prior to establishing the goals of the project. The aim of 
this research is to fill in this gap in the EUs knowledge of past and current teaching and 
learning realities at UdSU. As a direct consequence of the research, TEMPUS can benefit 
from it and modify its aims accordingly in future JEP projects in areas outside Moscow 
and St. Petersburg and similarly in other former Soviet republics. 
This research has been carried out completely independently of TENTUS and the work 
with which I was involved in the TENTUS T-JEP- 10054-95 project. Objectivity has been 
retained throughout by avoiding the area in which I was involved, namely the production 
of the First Year General English Syllabus. The conclusions drawn are based on solid 
theoretical approaches to research as discussed in the overview of Russian and Western 
methodology in Chapter Three. The investigation involves an examination of specific 
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teaching methodologies with particular refe rence to English and where appropriate to 
German. Specifically, this research is an analytical and evaluative study of teaching 
issues with the aim of clarifying to what extent there is quality in the EFL teaching 
methodologies used at the Faculty of Languages for Specific Purposes at UdSU. In 
Chapter Three, this incorporates an analysis and evaluation of the evolution of the 
methodological theories and practices at UdSU Chapter Five analyses the taxonomic 
overview of all UdSU publications over the last twenty years. In Chapter Six, UdSUs 
approach to assessment and its response to the TENTUS-inspired syllabus design 
methodology are evaluated. Chapter Seven investigates the current perceptions of 
teachers and students and also the students' attitude towards language learning. 
In order to contextualise the situation at UdSU, references are made to Moscow State 
University, Novisibirsk State Technical University in Russia and the University of West 
Bohemia in the Czech Republic. Where most appropriate, comparisons and contrasts are 
drawn with these universities on specific relevant aspects. The choice of Moscow State 
University allows for comparison with what is generally accepted to be the best 
university in Russia. It too has been involved over the same period in a TEWUS project 
for languages. Novisibirsk State Technical University is located further away from 
Moscow and in that respect it provides a point of comparison with UdSU as a provincial 
university. The third choice of the University of West Bohemia (UWB) has been selected 
with care for several reasons. First, it benefited from a three year TEMPUS project from 
1992-1994 during the first wave of European Union funding in the former Warsaw Pact 
states. In that respect it is several years further down the path post-TEMPUS than UdSU, 
thus allowing for the learning of lessons for the future. Second, Czech is a member of the 
Slavonic languages and native speakers experience similar problems when learning 
English to those experienced by Russians. 
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13 Objectives 
Within the goal of clarifying to what extent there is quality in the EFL teaching 
methodologies used at the Faculty of Languages for Specific Purposes at UdSU, a 
number of objectives will be realised. These are to: 
(1) Establish a clear empirical background to the situation at UdSU. This is essential if a 
proper understanding of the remaining objectives of this research are to be fulfilled. The 
empirical background incorporates an appreciation of the geographical, historical, 
political, economic and social dimensions of life in the city and state in which UdSU is 
located. In addition, key background details are required also about both the teachers and 
students of the FLSP in order to ascertain their past and present situations. 
(2a) Identify the exact nature of the Eastern European and specifically Russian language 
learning methodologies which are in current use in the FLSP at UdSU 
(2b) Characterise the nature of any developments of these specific methodologies carried 
out by teachers within the FLSP and evaluate the effectiveness of any changes made. 
(3a) Trace the history of the usage of distinctly Western methodologies in the Faculty of 
Languages for Specific Purposes. 
(3b) Quantify the extent to which Western methodologies are used by the teachers of the 
Faculty. 
(3c) Deduce the extent to which Western methodologies are suitable for UdSU 
(3d) Evaluate the extent to which Western methodologies will be suitable for use at 
UdSU as it emerges from its long period of academic isolation from the outside world. 
(3e) Recommend suitable future methodologies for language learning at UdSU 
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(4) Evaluate past and current practices in assessment. As the claims made by staff at 
UdSU cannot always be substantiated this research seeks to distinguish between fact and 
fiction. The key elements which require evaluation include the entrance examination, the 
placement test, the end of year oral examination and the final exit oral examination. The 
research into assessment is completed by an investigation into the practice of awarding 
marks for oral examinations. 
(5a) Review the history of syllabus design and approaches to assessment at the Faculty of 
Languages for Specific Purposes at UdSU. 
(5b) Assess the impact of Western theories on syllabus design and assessment at UdSU. 
(6a) Quantify the extent to which specific teaching strategies are used by teachers within 
the FLSP at UdSU. 
(6b) Determine the individual teacher's perceptions of the methodologies used in the EFL 
classroom. 
(6c) Assess the effectiveness of the teaching. 
(6d) Assess the future prospects for the same methodologies at UdSU in the aftermath of 
the introduction of Western materials and methodologies. 
(7a) Produce a profile of the learner population in the FLSP at UdSU 
(7b) Identify their attitudes to language learning and classroom instruction. 
(7c) Learn about their perceptions of what occurs during the learning process in the 
classroom. 
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1.4 Conclusion to Ch apter One 
It is inevitable that the areas listed in these objectives overlap each other to differing 
degrees. However, the order of the objectives reflects the sequence of chapters within this 
book because it has been possible to avoid duplication by following this sequenced 
approach to presentation. Consequently, Chapter Two deals with the empirical 
background of the teaching situation at UdSU and how the teaching at the FLSP is 
affected by the realities of life in Izhevsk. It is important for readers to have a broad 
understanding of the realities at UdSU in order to comprehend the qualitative and 
quantitative findings in later chapters. In Chapter Three, the theoretical background to 
the research project is presented. First Western FL teaching methodologies are analysed 
and relevant sections are linked to the Russian context, in particular to UdSU, before 
focusing on specifically Russian FL learning techniques. The history and development of 
these methods are traced and the degree to which they have influenced teaching at UdSU 
is indicated. In addition the extent to which Russian FL methodology has influenced 
Eastern European FL methodology and vice versa in the form of Suggestopedia. and the 
Intensive Method, its Russian variant including the subsequent UdSU variant are 
analysed. Chapter Four explains the methodology used to carry out this research. It 
incorporates qualitative and quantitative aspects, the data collection procedure used and 
the statistical devices employed to verify the statistical acceptability of the findings. 
Chapter Five contains an analytic framework of taxonomic findings which are not results 
of a qualitative or quantitative nature but which contextualise the findings of Chapter Six 
(qualitative findings) and Chapter Seven (quantitative findings). In the final chapter, 
Chapter Eight, a conclusion to all the findings is given and the theoretical implications of 
what has been learrit have been drawn. This includes a revised approach to the way in 
which the West should seek to assist Russian universities in the development which is 
necessary in order to raise the quality of all Russian tertiary education establishments to 
world standards. 
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CHAPTER TWO - EMPIRICAL BACKGROUND 
2.1 Udmurt State University 
A full understanding of the situation in the Faculty of Languages for Specific Purposes at 
the Udmurt State University and consequently the qualitative and quantitative results 
which are contained in Chapters Six and Seven can only be achieved when all factors 
affecting UdSU are taken into account. These include geographical location, politics, 
economics, history, language, society and culture. Their influence can be viewed in the 
sense of circles (some over-lapping, some concentric) which together combine to cover a 
central core of influence on life in Udmurtia. To ignore all or even some of these issues 
would be to overlook key issues which affect the true situation at UdSU. The material in 
this section is therefore organised in a sequenced manner. The larger picture within 
Russia as a whole is always presented briefly first, before the emphasis shifts to 
Udmurtia. Once the general influences have been dealt with, there is a further shift in 
emphasis to UdSU itself. The final part of this section provides a clear general overview 
of the University and its structures for those readers who are unfamiliar with the situation 
at UdSU. For further relevant background on the Russian economy and Russian 
education system and Udmurt ethnicity consult Appendix 2. 
2.1.1 Udinurtia's Geographical Location 
Udmurtia is located on the western side of the Ural Region area on the outermost 
extremity of European Russia (see Appendix 3). Culturally, the Udmurt people live in a 
unique position on the boundary of the Turkic-Mohammedan world from the East, the 
Slavonic-Christian world from the West and paganism from the Eurasian far north. 
Udmurtia experiences an extreme climate with temperatures as low as -30'C in the 
winter and as high as +30'C in the summer. The total area of the Republic of Udmurtia 
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(42,100 km2) is larger than Switzerland and is about equal to the area of Denmark. The 
land mass of Udmurtia is minuscule when compared to the whole of Russia and 
represents only 0.24% of the country's total land surface. The population of the Republic 
stands at 1,622,000 or 1% of the entire population of the Russian Federation. These 
statistics reveal the dilemma of the citizens of the Udmurt Republic. The size of 
Udmurtia in Western European terms is significant but is virtually irrelevant inside 
Russia. The population of Udmurtia is equal in numbers to the population of Northern 
Ireland. Yet, in relation to the population of the Russian Federation, the 1% figure for 
Udmurtia is indicative of the minimal relevance which the Republic represents to the 
whole population. 
The Udmurt State University is located in Izhevsk, the capital city of the Republic of 
Udmurtia with a population of circa 650,000 inhabitants (42% of the entire population of 
the Republic). In Russian terms this constitutes only a medium-sized city. The city lies 
approximately 1,200 kilometres east of Moscow, just close enough and also not big 
enough to be able to act independently of the capital, unlike other cities further away in 
Siberia, such as Novisibirsk which can exercise a greater degree of autonomy. Izhevsk is 
geographically isolated not just from Moscow but cut off from other nations. Only one, 
Kazakhstan, is within a radius of 1,200 kilometres. Travelling a distance of up to 1,200 
km from UWB in Pilsen (another TEMPUS beneficiary university under a similar 
scheme) for example would allow a traveller to reach 26 countries (United Kingdom, 
Norway, Sweden, Denmark, Germany, Estonia, Latvia, Lithuania, Russia, Poland, 
Belarus, Ukraine, Switzerland, Austria, Slovakia, Hungary, Romania, Bulgaria, 
Macedonian, Yugoslavia, Croatia, Slovenia, Albania, Italy, France and Spain). The 
contrast could not be starker. This distance makes physical contact with the West very 
difficult for people living in lzhevsk, while even radio and television broadcasts are 
almost impossible to pick up. 
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It is not a surprise that transport to Izhevsk is extremely ! imited. There are no 
international flights bookable from Western Europe even though it has an airport. There 
are flights once a month to Istanbul and Abu Dhabi but these must be booked as round- 
trips originating from Russia. The reality contrasts sharply with regional cities such as 
Novisibirsk which has several direct flights to the West each week. Internal flights to 
Moscow and St. Petersburg are very limited in Western terms and airplanes of the 
Aeroflot splinter airlines may be viewed as suspect for passenger safety. Further to that, 
passengers in transit from the West in either of these two cities would have to transfer 
from the cities' international airports to the national ones in order to catch the connection 
flight. 
The predominant passage to Izhevsk chosen by Western European visitors is a flight into 
Moscow followed by a 20 hour train journey (or a 32 hour journey if travelling from St. 
Petersburg). By the time a person arrives in lzhevsk therefore, 36 to 48 hours have passed 
since leaving home. The journey follows the two main lines of the Trans-Siberian 
Express but once again these run to the north and south of lzhevsk, but not through it. 
From the north a two hour car journey is required from Glazov or from the south a one 
hour journey from Agriz. There is one direct train from Moscow and St. Petersburg to 
Izhevsk but the flight arrival times generally restrict this option unless an overnight stay 
is organised. 
From 1985 to 1991, Izhevsk's name was changed to Ustinov, %vithout consultation by the 
Soviet government in the tradition of renaming a Soviet city following the death of a 
high ranking official (In the case of 1zhevsk, this was Soviet Defence Minister Dmitri F. 
Ustinov). Up until recently, 1zhevsk was a designated 'closed city. This meant that 
foreigners had effectively no access to the city. Even Russian citizens were refused entry 
or had to comply Nvith severe restrictions. As a result, the vast majority of the local 
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population had no contact with foreigners. At present, Izhevsk remains a designated 'half- 
closed' city which in practical terms for foreigners means that the acquisition of a visa 
requires longer than for a visit to an 'open city. Visas can only be granted under special 
circumstances with an invitation from a local organisation requiring ratification from the 
Udmurt Nfinistry of the Exterior. Tourism is completely unheard of The Udmurt State 
government's own figures for 1995 verify this, revealing that the extremely small sum of 
$3 1,000 US was spent on tourism by foreigners (Westerners on business) throughout the 
entire year. On arrival in the city, the foreign visitor must hand over his passport and visa 
along with a fee of US $5 to the police who retain it for approximately three days before 
returning it with the required official frank. It is the responsibility of UdSU to ensure that 
this is done. Failure to do so quickly enough can and does result in official police 
aggravation for the UdSU staff in charge of foreign guests. 
Living conditions in 1zhevsk are typical for most of urban Russia. Traditional and often 
grotesque Soviet-style impersonal apartment blocks occupy the new sprawling suburbs 
and have replaced the more eloquent architecture of older buildings in the centre of the 
city. Roads just outside the centre are of very poor quality. Hot water for the entire city is 
heated centrally in the Soviet inspired hot water factory which shuts down for a month in 
the summer, leaving the inhabitants without any hot water. For such a large city, Izhevsk 
has very few shops. The first four Westem-style supermarkets were opened in 1997 to 
much accolade. Though prices are slightly higher than in more traditional shops, many 
citizens of Izhevsk are proud of these shops where they can walk around with their own 
shopping basket and place in it what they wish to buy before paying at the check-out. 
Many city dwellers have a kitchen garden or 'dacha! where they spend most of their 
weekends from May through to October. The rural inhabitants often live in what can be 
described as third world conditions with no running water, often in remote areas. From 
these backgrounds the University draws its students. 
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While the above description of economic hardship applies to most Udmurt citizens, it 
must be pointed out that a small minority of the citizens, known as 'New Russians', have 
a great deal of money and purchasing power. This group is particularly appealing for the 
University. By offering special courses which must be paid for in hard currency, UdSU 
can earn substantial quantities of extra cash. However, there is evidence that academic 
standards are being compromised when the lack of ability or application in a student can 
be compensated for by a wealthy family. 
2.1.2 The University 
Udmurt State University is one of over fifty classical universities in the Russian 
Federation which receive state funding. UdSU was founded in 1972 in accordance with a 
resolution of the Council of Ministers of the Russian Federation. Created from the 
former Udmurt State Pedagogical Institute (founded 1931), its growth since has been 
rapid. Initially there were eight faculties (the term 'faculty' is comparable to the Western 
concept of a 'department'). At present there are nineteen faculties at UdSU. The 
University's Faculties of Humanics and Pedagogics include History, Russian Linguistics 
and Literature, Udmurt and Finno-Ugric Philology, Romance and Germanic Philology, 
Philosophy and Sociology, Psychology and Pedagogics, Economics, Law, Art, 
Pedagogical Faculty of Physical Culture, Business Administration, Preparatory Courses 
and Public Relations. The Faculties of Science and Science Engineering include 
Mathematics, Physics, Biology and Chemistry, Geography, Medical and Biotechnology, 
Oil and Gas and Physical Training. 
According to the State Inspection for Accreditation (May 1997), UdSU has 9,567 
students (6,783 full time and 2,784 part-time) and 800 teaching staff. (among them 45 
Doctors of Science and 331 Candidates of Science). All these statistics are above the 
national average for the Russian Federation. It is therefore reasonable to posit the view 
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that the picture of what is found at UdSU should be representative (if not better) that 
what can be found elsewhere is Russia. Since 1991 there has been a private sector at the 
University. Students may have either a free education using an educational voucher but 
subject to means testing or they may contribute part or all of their fees. The academic 
year for full-time students at the Udmurt State University is as follows: 
First Semester Sept. /Oct. to December (14 weeks) 
Second Semester February to May - (17 weeks) 
Summer Session June - extra classes 
Aug. - Sept. Students work on collective farms (4 weeks) 
UdSU offers the following three types of degree: 
(1) The Diplom is the first degree which is obtained after five years. *of study. Russians 
equate this with the Western M. A. but this assertion is rejected by most Western 
academics. The view held by most British academics who visit UdSU is that the first 
three years of the 'basic education! can be compared to the UKs 6th form courses. The 
next two years which lead to a diploma are approximately the level of HND courses and 
perhaps at only a few Russian universities would the level of BA be reached. 
(2) The Candidate of Science degree (Kandidat Nauk) lasts three years (post Diplom) 
and is often done on a part-time basis. Students must pass examinations of a special 
programme, then write, publish and finally defend a thesis of circa 10,000 words. 
Western academics believe that a Candidate's degree would equate to a Western NLk 
(3) The Doctor of Science degree (Doktor Nauk) involves extensive research leading to a 
doctoral thesis which must be submitted after publication to the Academic Council 
which has a secret vote. It frequently equates with the rank of professor. Postgraduate 
study for a doctorate is possible at present in twelve disciplines. 
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Some criticisms have been made of the present system at the University. The course 
structure is seen as too inflexible by some with no student choice. Consequently, the 
University is planning to offer a two tier system of education leading to a BA and then a 
MA but due to the slow decision-making process, this will take many years before its 
implementation. 
UdSU possesses six large teaching blocks located within easy walking distance of the 
centre of Izhevsk (however, a fire in January 1999 caused severe damage to one of the 
buildings), four halls of residence, a sports centre with two swimming pools, a skiing 
centre, a preventorium housing 100 people, a health and training centre housing 300 
people, botanical gardens, a biological research station, a publishing department, a 
printing departinent, the editorial board of a student newspaper, a medical room, three 
refectories, five snack bars, a nursery school, three museums and a House of Nature. 
UdSUs library is housed in two buildings. The larger one is a closed shelf library card- 
catalogued, with books available on completion of a request slip. The State Inspection 
for Accreditation (Quality Assessment) of Higher educational Institutions of the Russian 
Federation (carried out between 12th and 17th May 1997) reported that the stacks 
contain 633,813 volumes, though in the FL section there are many duplicates and many 
of the books are old and often of negligible value. The libraries contain a dearth of 
genuine material for language learning. Often there are multiple copies of a few novels 
and some technical manuals and other low-value subject-specialised language pamphlets 
which are borrowed increasingly rarely by staff and students alike. 
In its literature, Udmurt State University explains that its mission includes integration 
into the world academic system. At present, it is working on projects within the 
international programmes of TEWUS. It has had links with universities in Austria 
(Vienna University), China (Fuzhou University), Finland (University of Turku and 
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University of Helsinki), Germany (Technische Hochschule Darmstadt), Hungary (the 
Hungarian Academy of Science and Szeged University), Italy (Aldo Moro University), 
Japan (Nagoya Institute of Technology), South Korea (Keimyung University), Spain 
(University of Granada), UK (Manchester Metropolitan University), USA (University of 
Central Florida) and Estonia and Poland (names for these partner universities have not 
been supplied). The exact nature of these contacts is (in typical UdSU style) rather 
sketchy. In several cases, the contact represents a single visit by a guest academic. In 
others (as is the case with Spain and the United States) there has been a small number of 
student exchanges. Other contacts with foreigners include occasional voluntary teaching 
offered by American airmen stationed at a United States airbase in Votkinsk, 50 
kilometres away. Clearly, the trend shows an ever increasing level of contact with the 
outside world but the interaction is very limited in Western European terms. The 
difficulties of travel are the prime factor and in a post-TEMPUS era, much contact with 
the West has already disappeared. 
2.1.3 Organisational Structure 
The University is led by Professor Vytaly Zhuravlev, who has the title of Rector. He must 
stand for re-election every five years. Under his charge are several Deputy Rectors who 
together with the Deans of the nineteen Faculties and Heads of Departments assist him in 
making policies as part of the Academic Science Board. The Rector is answerable to the 
Ministry for General and Professional Education and must ensure that the University 
implements state policy in higher education as the Ministry supplies (at least in theory) 
state funding. In 1997, UdSU received 22.3 billion roubles (f22,300,000) from the 
Ministry and a further 11.5 billion (El 1,500,000) from other sources (primarily from the 
Udmurt State government and TEMPUS) although the rector has very little control of 
where most of that money goes. He cannot use it where it is most needed. The TEMPUS 
grants, for example, had to be used exclusively for the English and German sections of 
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Faculty of Languages for Specific Purposes while the Faculty of Romance and Germanic 
I 
Philology went without. 
There is no sense of management structure at UdSU as it exists in the West. Meetings 
can and do take place but decisions are made on a favour-basis through a system of 
having contacts. Strings are pulled by high-ranking regional government officials for 
their family members and friends. It is often difficult to find the Rector when pressing 
issues need to be dealt with and he only really takes decisions when under pressure to do 
so. TEMPUS partners frequently experienced this scenario. The effect of the above 
structure is to ensure that new initiatives are slow to be introduced, if at all. There is no 
real incentive for entrepreneurs and young enthusiasts to be creative or show 
independence of thought. This creates a stifled *environment in which little progress is 
achieved and morale is low among those excluded from the hierarchical favour system. 
2.1.4 Faculty of Languages for Specific Purposes 
The Faculty of Languages for Specific Purposes was founded in 1994. Hitherto it had 
been an integral part of the Department of Foreign Languages which was controlled 
primarily by the teachers who taught the students specialising in foreign languages. The 
chief languages taught are English, German and more recently French. It has a Dean of 
Faculty whose role is a supervisory one with the ability to hire and fire staff. Below the 
Dean of Faculty are a Head of English and a Head of German whose jobs include 
distributing the teaching roles, timetabling and selecting curricula. In theory, there are 
teachers who lead a section in all subject areas (but in practice this is not the case 
because some subjects have only one young teacher). Their responsibility includes 
teaching and material design. They are responsible to the five heads of the sub-divisions 
(See website www. uni. udm. ru for current details). 
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2.1.4.1 Aims of the Faculty 
Up until the arrival of TENTUS the Faculty had no tradition of recording its aims or 
policies in written form. While unwritten rules existedthey were open for interpretation. 
Contact with the West has led the UdSU authorities to commit the latter to paper. The 
main aims of the new Faculty were first laid out in a preparatory coursebook for 
prospective students (Alekseeva, A0 and Ivanova, E A, 1996, p. 26. ) as follows: 
(1) To introduce European standards in foreign language learning at Udmurt State 
University. 
(2) To achieve and disseminate new foreign language teaching technologies and 
methodologies in rural and urban schools and institutions of the Republic of Udmurtia. 
(3) To develop audio-visual teaching materials and software to form the basis of the 
Faculty. 
No official document containing these aims has ever been produced for internal purposes 
which leads to the assumption that the goals listed above were merely produced for the 
purposes of TENTUS because it was required for funding purposes. 
2.1.4.2 The FLSP Staff 
In the Post-Soviet era there is a more open choice of careers available to the population. 
Often these are better paid than ESP teaching. Further affliction is caused by the lack of 
full recognition of ESP teaching as a profession; it does not appear in the official State 
Committee of Education list of professions trained and prepared by Russian universities 
and higher education institutions (Ter-Minasova, 1996, p. 13). These two groups of 
establishments only train pure language and literature graduates in the classical sense or 
language teachers for secondary level teaching. Evidently, this is an issue which will 
have to be addressed if Russia wishes to raise the profile of ESP teachers and standardise 
the level of its ESP teaching. The affect of this reality means that teachers at the Faculty 
of Languages for Specific Purposes are not respected by their UdSU colleagues at the 
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Faculty of Romance and Germanic Philosophy. The latter believe that they have a 
superior linguistic knowledge and have been resentful of the TENVUS project going to 
'inferiors'. 
According to official Udmurt State University figures, there are around 100 English 
teachers, including specialists in lexicology, grammar, history of English and teaching 
methodology. They are based both in the Faculty of Romance and Germanic Philology 
and the Faculty of Languages for Specific Purposes. 46 teachers work in the FLSP 
English Section and a further 19 in the German Section. It is unclear exactly how 
teachers arrived at their positions during the Soviet era but general points can be noted. 
During that period, the older teachers would have found their jobs very prestigious and 
comfortable -with little work to'do. Evidently, connections with the Communist Party 
played an advantageous role, especially for those further up the ranks. (Some of the older 
teachers still address their students as 'comrades'). This legacy of favours still exists in 
the form of nepotism. 
2.1.4.2.1 Staff Qualifications 
All but one of the teachers working at the Faculty are graduates of the UdSU Faculty of 
Romance and Germanic Philology. This results in a comfortable system which everybody 
knows well but which simultaneously proves a stifling and rigid environment with a 
complete lack of outside influence. Izhevsk's isolated geographical location, bad 
reputation (even in Russia) for being an ugly city and its 'closed city' status have 
aggravated the situation yet further, as there is little incentive for teachers from 
elsewhere in Russia to move to Izhevsk. Conversely, the reason why so many UdSU 
teachers choose to stay in 1zhevsk is due to family ties or even the lack of good academic 
credentials to find another academic job elsewhere, normally in Moscow or St. 
Petersburg. Since 1997, four young teachers have left the Faculty to do further study in 
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St. Petersburg and have no intention of returning. Such individuals are a great loss to the 
Faculty because their departure is evidence of why the standard of the Faculty's teaching 
is not improving. Another young teacher from the German section used her TEWUS 
mobility in Germany to help find an au pair job three years ago and has never returned. 
The route to a degree for future teachers in the FLSP at UdSU is clearly defined. The 
Ministry of Higher and Specialised Education's criteria for universities state that students 
must have between 4,000-5,000 hours of study (lectures and tutorials) in 20 subjects. 
UdSU fulfils these criteria. Table I below gives a summary of a teacher's five year 
degree in terms of the number of hours spent on both the compulsory and optional 
subject elements of the course. The compulsory element represents 89% of the total time 
dedicated to study while the optional elemerit fills the remaining 11%. The typical 
Russian tradition of doing more work in smaller groups rather than in lecture format is 
evident with 44% of the students'time taken up with tutorials as opposed to only 20% of 
time given to lectures. Interestingly, 36% of the time is given over to private study, which 
is a growth area in the UK system. 
Table 1 
Table Showing the Distribution of Classes and Private Study Which 
Future UdSU Teachers Must Complete During their Degree 
Lectures Tutorials Private Study Total Hours 
Compulsory 1276 (16%) ! 3233(40%) 2640(33%) 7149(89%) 
Optional 352 (4%) 270(4%) 260(3%) 882(11%) 
Total Hours !ý 1628(20%) 3503 (44%) ! 2900 (36%) 8031 (100%) 
The compulsory subjects studied during the period can be divided into the following 
sections with the following amount of course time spent studying within that field: 
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(1) 48% - Language (First and Second Foreign Languages, Latin, Udmurt, Modem 
Russian, the Culture of English Speaking Countries). 
(2) 18% - General Studies (History of the Motherland, Philosophy, Economics, Ethics, 
Sociology, Politics, Religion, Law, Russian Culture). 
(3) 11% - Literature (Literary Criticism, History of Russian Literature, History of Udmurt 
Literature, History of Foreign Literature). 
(4) 10% - Language Related Disciplines (Linguistics, Phonetics, History of Language, 
Lexicology, Theoretical Grammar, Stylistics, Theory of Translation, Special Course on 
Communicative Competence). 
(5) 6% - Physical Education. 
(6) 5% - Education (Psychology and Pedagogics, Teaching Methodologies for Foreign 
Languages, Technical Teaching Aids). 
(7) 1% - Working with Children (Special Course on Organising Childrews Leisure, 
Special Course on Childrerfs Psychology, Special Course on Childreifs Summer Holiday 
Organisation). 
The optional subjects studied during the period can be divided in the similar fashion: 
(1) 40% - Language related Disciples (Linguistic Analysis, Semantics and Pragmatics of 
Speech, Syntax and Sentence Structure, Vocabulary and Phonetics, Grammar). 
(2) 38% - Education (Developing Teaching Aids, Educational Research, Scientific 
Research in the Teaching of Foreign Languages). 
(3) 17% - Literature (Theory and History of World Literature, Goethe and the Problem of 
World Literature, E. Forster's Creative Activity and the English Novel, the American 
Political Novel from the Early 19th Century). 
In addition, there are four four-week periods of summer work at (1) a children! s camp, 
(2) translating from a foreign language, (3) teaching foreign languages at a school and (4) 
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pre-graduation teaching practice. In comparison to a British degree system, there is a vast 
amount of extra class time. Many of the options comply with Russian traditions for 
learning foreign languages but there is also a breadth of theoretical courses which their 
British counterparts would not be required to study. The teacher training mentioned 
above tends to be aimed at a general secondary level as is, in fact, the case for most ESP 
teachers in Russia (Harrison, June 1996, pp. 24-26). As general linguists, the teachers 
tend to have a background in literature and linguistics and then find themselves thrown 
into a class of subject specialists such as chemists or law specialists with little or no 
knowledge of the subject, where the students know the subject better than their teacher. 
Clearly the role of the ESP teacher is wider than that of a normal classroom teacher, so in 
addition to the essential skills of a teacher, he also needs to acquire a degree of 
specialised subject knowledge beyond the normal range of topics. In the English Section 
4% of the teachers possess a Candidate of Science degree, 54% are of the rank of Senior 
Lecturer and the remaining 41% are Junior Lecturers. In the German Section, there are 
no Candidates of Science but 58% are Senior Lecturers and the remaining 42% are 
Junior Lecturers. In both cases the proportion of teachers with a Senior Lecturer rank is 
very high. It is evident that promotion to the rank of Senior is almost an inevitability 
(The rank of senior lecturer bestows an increase in salary but only of a minor sum). This 
fact is confirmed below in the synopsis of the following two E-mail answers (7th May 
1999) provided by several Faculty teachers in consultation with the Dean of Faculty: 
The transition occurs after a teacher has worked a minimum of 3-5 years. 
At that stage the teacher applies for the post of senior lecturer and must 
write down a report about their work over the previous three years and 
simultaneously present a list of written and published works (this can 
include booklets, dictionaries, lectures, anything). The Scientific Board of 
the Faculty then attends the teacher's classes, studies the report and invites 
the teacher to a meeting where the teacher makes an oral presentation 
about her attributes. The commission draws a conclusion and then sends 
the protocol of the meeting to the Scientific Board of the University. The 
latter provides the official confirmation of the qualification of senior 
lecturer. 
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The second excerpt confirms that the rank is conferred as of right as opposed to that of 
I 
academic activity: 
So, you see, people don't become senior lecturers automatically, but if 
you work five years and doift produce anything in writing, you'll 
nevertheless become a senior lecturer, but after that procedure above, 
only you don't mention any works, you write about your students results, 
anything you can show that you have worked. 
There is no incentive for teachers to aspire to better things when the rank of Senior 
Lecturer is given automatically even to those who choose to wait for five years instead of 
the minimum three. In theory, the Senior Lecturer is meant to have less teaching hours 
but this happens rarely. He is, in theory, responsible for creating teaching programmes, 
syllabuses, tests and conferences but in reality only those who want to do the work do so. 
2.1.4.2.2 The Distribution of FLSP Teachers in Each 'Host' Faculty 
Table 2 below shows that the vast majority of teachers are employed on a full-time basis 
with only three out of 65 teachers employed in this capacity. All three of these teachers 
work in the English section as all 19 teachers in the German section are employed on a 
full-time basis. 
Table 2 
The Ranks Held by the Teaching Staff of the FLSP at UdSU 
II English German 
; Candidate of Science 2 0 
Senior Lecturer (full-time) 24 11 
, Senior Lecturer (part-time) 1 0 
, Junior Lecturer (f 11-time) 17 8 ýJunior Lecturer (pa -time) 2 0 'r-6-1 AO 
In the English Section seven teachers work in more than one faculty. The spread of 
Candidates of Science, Senior Lecturers (primarily those over 35 years of age - see Table 
3 below) and Junior Lecturers (primarily those under 35 years of age - see Table 3 
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below) who teach English in the seventeen faculties is revealing. Candidates of Science 
are isolated in only two faculties, with three in Public Relations alone (See Table 4). 
Bearing in mind the fact that teachers working in a faculty have little or no contact with 
other staff outside of their Faculty, there is very little chance for the majority of (less 
qualified) teachers to have frequent and direct contact with these better qualified 
teachers. Table 4 also shows that, in total, Senior teachers are present in thirteen out of 
the seventeen faculties (76%) and are the sole teachers in five faculties (28%). Among 
the four biggest faculties, only Law has a form of balance between Senior and Junior 
Lecturers. In the Faculties of Psychology and Pedagogy, Economics and Public Relations 
there is a clear cluster of more experienced teachers to the virtual exclusion of Junior 
Lecturers. Shared responsibility for the delivery of the curriculum only occurs in eight 
out of the seventeen faculties (47%). Junior teachers have a role in eleven out of the 
seventeen faculties (65%). In three faculties five Junior teachers are obliged to work 
independently without guidance. 
Table 3 
Table indicating whether the Teachers of the FLSP are Over or Under the Age of 35 
Under35 0 
ýEnglish Section 
ýCandidate of Sciencd 0 1 
Senior Lecturer 5 20 , 
Junior Lecturer 18 0 
ýGerman Section 
! Candidate of Scienc6 0 0 
ýSenior Lecturer 3 8 
Junior Lecturer 8 0: ý 
! Total 34 1 29 1 
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Table 4 
Table Showing the Number of ESP Teachers and their Qualifications 
Faculty Candidate of Science! Senior Teachers Junior Teachers [-Total 
Art & Design 2 1 3 
iBiology 1 
Biotechnology 1 
Chemistry 1 
Econornics 6 6 
lGeography 21 2 
ýHistory 2 31 5 
'Law 
i 1 
J:: ý 3 6 
IMathematics 1 2 2 
bil & Gas 1 2 3 
jPhilology 1 1 2 
Philosophy 1 1 
Physics 2 2 
Psychology and Pedagogy ! 5 1 6 
, Public Relations 3 3 28 
Sociology 1 2 
ISport 1 ý. 
lotal 4 29 --- 52, 19 
A similar picture emerges from the German Section. Table 5 shows that there are no 
Candidates of Science at all but Senior Lecturers are present in thirteen of the seventeen 
faculties (76%) and exclusively teach in eight of those eleven faculties (47%). Senior and 
Junior Lecturers share teaching in five of the faculties (29%). Junior Lecturers, on the 
other hand, teach in nine of the seventeen faculties (53%) and teach exclusively in four 
of those nine (24%). 
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Table 5 
Table Sh9wing the Number of DaF Teachers and their Qualifications 
Faculty Candidate of Sciencel Senior Teachers Junior Teachers Total 
Art & Design 1 1 2 
. Biology 
ýBiotechnolo 1 gy 
Chemistr y 
jEconomics 2 2 
lGeography 1 2 21 
IHistory 2 2 
taw 2 2 
Mathematics 
'Oil & Gas 
lPhilology 
iPhilosophy 
jPhysics 
IPsychology and Pedagogy, 3 3 
Public Relations 1 4 5 
$Ociology 2 1 3 
ýPori 1 , 
jTotal 19 12 3 
ý1 
When the findings from Tables 4 and 5 are combined, 70% of all faculties across the 
English and German Sections have only one (38%) or two teachers (32%) working for 
them. Five faculties have a minimum of five teachers providing the required language 
teaching, namely Public Relations (thirteen), Psychology and Pedagogy (twelve), 
Economics (eight), Law (eight) and History (seven). Overall, the danger of such 
clustering of senior lecturers and the neglect of younger lecturers and their teaching will 
lead to greater disparity in what is already a two-tier system of strong and wealthy 
faculties with experienced staff and weak and poor faculties with inexperienced staff. 
2.1.4.2.3 The Induction of New Teachers into the FLSP 
The problem mentioned in the previous paragraph is most evident in the Faculty's 
treatment of new teachers. Every year new teachers join the FLSP from the Faculty of 
Romance and Germanic Philology. There is only a vague introductory system for which 
there is no formal unified written policy. Advice is offered by Senior Teachers on an 'ad 
hoc good-will and a promise' approach but in reality the new teacher is left to sink or 
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i 
swim. Many start teaching without any concept of formal training in FL methodologies. 
One such teacher employed to teach in Second Year History turned up at the FLSP office 
at the end of August in 1997 (as advised) to be given the number of teaching hours, 
informed which department she would work in, and handed a textbook (published in 
1977) to use in lessons. There was nobody to advise her or supervise her work. All that 
was required at the end of the academic year was a set of results. How she chose to 
assess the students was her own choice. In January 1998 she was told to write a syllabus 
for Second Year History in the style of the TEMPUS-funded First Year General English 
model (to comply with TEMPUS requirements). Again she was given no help and had 
only four weeks to complete the latter on top of her full teaching load. 
Many young teachers often face problems in the classroom at the start of their career 
anywhere in the world but the nature of the problems at UdSU have their own unique 
slant: 
(1) There is a lack of respect for younger teachers. In some cases, the latter may be only a 
year older than their students. This manifests itself in cheeking the teacher, sarcasm and 
even refusing to participate in class or to do homework- If the homework is done, it is 
often incomplete, badly done or even copied. This last issue is endemic in Russian 
education (and in the education systems of other former Warsaw Pact states) in the spirit 
of everyone being there to help even the weakest member of the group through. While 
this is fine in everyday classwork, there are limits to its acceptability. At the other end of 
the scale, the closeness of ages between younger staff and the students has led on several 
occasions to a teacher starting a full relationship with a student. The teacher cannot be 
objective in any assessment of that student Simultaneously, this can give rise to jealousy 
and claims of favouritism from other students within the group. 
(2) Where class relations are better, the students frequently suggest that the group do 
something other than that planned. Often this takes the form of watching yet another 
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video in English. While this activity is acceptable at certain times and in moderation, it is 
not appropriate that it should form a large part of an academic course. 
(3) As there is no system of internal standardisation of assessment in existence, teachers 
use the five grade system as they choose. In the case of one new teacher in the Faculty of 
Public Relations, no advice was given beforehand. The teacher then went on to award 
every student the top mark of 5. This could not be reversed because of the tradition of 
informing the candidate immediately of the result. This led to tension within the section 
as the marks awarded by other teachers were less generous. Were this issue to be widely 
known it could lead to some students making formal complaints about their scores. 
2.1.4.2.4 Working Environment 
Staff typically teach 850 hours p. a., which means a teaching week of 20-28 sessions. 
They are contracted to teach and research but in fact rarely do the latter. Visiting 
Western academics have observed that most teachers have no research training or 
qualifications and are unable to carry out even the most basic research (This becomes 
evident when they are on mobility in the West). Furthermore, the majority have little 
time for preparation and marking as they have a second job of up to twenty hours per 
week due to the precarious nature of the governmenfs finances. Salaries (1997) range 
from around E600 p. a. for a newly appointed teacher to around E20,000 for a rector 
(vice-chancellor). While living costs are clearly much lower than in the West, it is 
frequently asserted that fl, 200 - E1,500 is the absolute minimum to support a family. 
Teaching and lecturing (especially in the Arts) are therefore not for the breadwinner - in 
effect not a man's work. The Faculty's statistics confirm this; there are only two men in 
the English section. Consequently, most teachers work privately in order to earn 
additional, or perhaps more honestly, their only real income. Types of work include 
teaching private lessons in a school, tutoring, translating and interpreting. This they do 
when they are free during the day or on their days off. In essence, the post of University 
teacher often represents the key reason why the teacher gets the additional employment. 
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The Faculty understands the reality of the situation of its staff and has shown flexibility 
in meeting individual needs. The University offers an additional source of income for 
some teachers through its one or two week-long private tuition courses in neighbouring 
towns. The teachers may be delegated or elect to go. Frequently, the situation can prove 
difficult for those teachers with young families or those who are divorced and have 
custody of the children. 
The necessity of having to work long hours in private tuition means that the teachers 
have little or no time to prepare for classes. In addition, as they work so many hours 
(upwards of six hours in some cases), the teachers lose their freshness and drive in the 
classroom which merely results in a less successful delivery of the teaching material. 
There is also a high rate of sickness among the teachers. When a teacher fails to fulfil 
contractual teaching (even when it remains unpaid by the government) disciplinary 
action may follow and ultimately the teacher may lose the position held. Again, there is a 
clear difference between theory and practice. One teacher 'disappeared' for a month 
without notice and on his return he was warned that his actions were unacceptable. This 
warning appeared to have no effect as he was proud of his montlfs earnings in a local 
private university where he had earned six times his normal salary. Obviously, a phone 
call made by him or the University early on would have solved the issue but this was not 
done. Instead, his abandoned classes were simply left without a replacement during this 
period as the University did not know when he would return. Such disorganisation can 
only be detrimental to the learning processes of the learners involved and convey the 
degree to which their learning is not important. 
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2.1.4.3 The FLSP Students 
In order to judge fully the effectiveness of the teaching and learning at the Faculty of 
Language for Specific Purposes on its merits it is essential to build up a profile of the 
students which encompasses all aspects of their lives. This includes their background, 
schooling, previous linguistic experience and perceptions of issues. At UdSU, all 
students in every faculty can be taught Russian (for non-native Russians), Udmurt, 
German, Finnish and Chinese as their chosen language for specific purposes. French and 
Hungarian have been added recently but English is by far the most popular. Out of the 
10,000 students at UdSU, over 6,000 study English. A large percentage of students take 
correspondence courses or attend classes on a part-time basis. The school system in 
Udmurtia, as in the whole of the Russian Federation, provides a substantial volume of 
time for input into the study of a foreign language. Generally the students should haye 
had the following level of exposure: 
I st year -4 or 5 hours per week 
3rd year -3 hours per week 
5th year -3 hours per week 
2nd year -4 or 5 hours per week 
4th year -3 hours per week 
6th year -I hour per -*Neek 
In interviews with students, it becomes apparent that the standard of teaching in their 
former schools varies greatly. School 56 in 1zhevsk for example specialises in modem 
languages and therefore its students are at the upper end of the ability range. Conversely, 
students from rural schools around Glazov and 1zhevsk with one (often older) language 
teacher find themselves struggling from the very first lesson at university. 
University statistics for the academic year 1999/2000 confirm the complications with 
which FLSP teachers are faced at the start of a typical academic year. The background 
distribution of UdSU students in the Faculty of Economics and Management are as 
follows. The total number of full-time students is 673 and the breakdown of these is: 513 
Russian (76%), 95 Tatars (14%), 54 Udmurts (8%), 2 Armenians, 5 Bashkir and 4 
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Ukrainian (2%). 568 (84%) students come from Izhevsk, 15 (2%) from Votkinsk, 12 
(2%) from Sarapul, 9 (1%) from Mozhga, 8 (1%) from Naberezhny Chelny (Tatarstan), 8 
(1%) from Glazov and 53 (8%) from rural communities. It can be assumed that all 
students have a good knowledge of Russian, primarily as a Ll but for some students 
Russian has been learnt as a FL. The FLSP does not make any attempt to teach English or 
German in a different way to those learners who have acquired their knowledge of 
Russian in a manner other than as a Ll. This is clearly an area which could be looked at 
in future years. 
Attendance at university in Russia has been high because, traditionally, tuition was free 
with students receiving a monthly grant but UdSU is facing a difficult future which will 
involve difficult decisions. Already it has established a fee-paying stream which. reflects 
the national picture in this respect. As tuition prices rise, students are demanding better 
value for money. Therefore the relationship between staff and some students is changing 
dramatically and if some of the above mentioned problems were to occur to the fee- 
paying students, there would be serious repercussions. Up until now, however, it appears 
that these problems are confined to the non-paying student population. The danger here 
lies in the fact that UdSU could develop a two-tier system of priority (privately financed 
students versus publicly financed students) in terms of the delivery of its curriculum. 
2.2 Conclusion to Chapter Two 
As can be seen in this chapter, lzhevsk finds itself in an extremely isolated situation on 
many fronts. Most notably, the geographical isolation is the one key factor which has 
shaped or hindered the development of UdSU, the FLSP, its teachers and its students. 
This has been more evident in the aftermath of the collapse of Communism as the FLSP 
struggles to gain access to all that it needs in order to progress in the modem world. Even 
in the areas where TEMPUS has provided technical support, such as Information 
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technology, the geographical isolation can play a decisive role. The transportation of 
parts for repairing the system or maintaining it can prove costly as well as taking a 
substantial period of time for delivery. 
The FLSP is perceived by many influential individuals at UdSU as an unimportant 
faculty which merely provides a service role for the other dominant faculties. Its role is 
further weakened by a University set-up which undervalues the work of the FLSP 
teachers and not just allows but actively pursues the task of treating many of them as 
second class teachers in the host faculties in which they work. At the same time, groups 
of more 'elite' and highly qualified FLSP teachers are being gathered to serve the larger 
(wealthier) faculties such as Law, Psychology and Pedagogy, Economics and Public 
Relations. This has created in effect a: two tier teaching system within the entire Faculty. 
The increasing problems of retaining teachers who go unpaid by the University have the 
potential to result in students receiving a variable standard in the quality of teaching 
provided by the Faculty. Ultimately, those who can afford the University fees will end up 
receiving a better quality of teaching than those who cannot afford to pay the tuition fees. 
The issues which have been highlighted in this chapter reappear again in subsequent 
chapters when appropriate. Their inclusion at this stage should help the reader of this 
research to comprehend the extremely complex set of circumstances which affect the 
University and the function of the teaching in the FLSP. In addition, the material 
contained in this chapter exposes a range of everyday practical difficulties which both 
teachers and students encounter. While EFL theory_is important for the advancement of 
methodology in FL learning and teaching, it is important to realise that it is often difficult 
to put the theory into practice either in part or in full. Chapter Three takes account of 
these findings next, as it explores Western and Russian language learning methodologies 
covering most of the twentieth century. 
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As mentioned at the end of Chapter Two, the background material on Udmurtia, Izhevsk, 
UdSU and the FLSP has provided us with a vital backdrop for all the findings in this 
research. In this chapter on the theoretical background of FL teaching and learning 
methodologies, the observations collated in Chapter Two play a crucial role in the 
critical analysis of Western and Russian theoretical models as they allow the research to 
become more focused on only those aspects which are relevant in the UdSU context. 
Naturally, the general preparatory work carried out for this research has taken account of 
existing research in language teaching methodologies from both the East and West. The 
following section provides a critical overview of the key methodologies and approaches 
to language learning used in each. Where possible comparisons and contrasts are made. 
Within the analysis of each section, the following general areas have been dealt with: (1) 
general background of the methodology, (2) the key approach of the methodology 
including structure and design of the syllabus, (3) the types of learning and teaching 
activities employed, (4) the roles of both the leamer and the teacher, (5) the role of the 
instructional material and how a lesson proceeds. However each methodology is treated 
individually and where some areas are deemed to be non-relevant for the purposes of this 
research in the UdSU context, they have been left out. At all times, the UdSU context is 
taken into account and remains the key influence in deciding which elements have been 
included in this chapter. It is anticipated that most readers of this work will have a better 
understanding of Western approaches to language leaming than of Eastern ones. 
Therefore, more detail is given in the material on Eastern methodologies as this degree 
of clarification is vital for understanding of the research area. We begin by looking at the 
Western methodologies first. 
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3.1 Western Methodologies 
The long history of the West's evolving approaches to FL teaching is rich in variety and 
well documented. In the early part of the nineteenth century, the model for teaching 
foreign languages was built on the traditional approach for teaching Latin. Innovations 
began in the middle of the same century with the appearance of the Grammar-Translation 
Method and later of the Direct Method. These forerunners laid some of the foundations 
for the new methodologies which were to follow later, including the Oral Approach and 
Situational Language Teaching, the Audio-Lingual Approach, Communicative Language 
Teaching, Total Physical Response, The Silent Way, Community Language Learning, the 
Natural approach and more recently, the Intercultural Method. These methods are of 
most relevance in this research and have been selected on the basis that elements of these 
methodologies provide interesting points of comparison and contrast with developments 
at UdSU. For example the West's early notion of teaching modem foreign languages in 
the same fashion as dead languages enjoyed a much longer period of influence in Russia 
until the collapse of Communism because opportunities for Russians to meet Ll speakers 
were virtually non-existent. It is therefore not surprising that much of the teaching 
material found at UdSU is indicative of this approach. Each method or approach is dealt 
with individually in the section below. 
3.1.1 Grammar Translation 
Grammar translation is one of the oldest- established FL teaching methodologies in the 
West. While it does not enjoy the same degree of popularity today which it once had, its 
individual elements of theory and practice remain of relevance within the framework of 
this discussion. Its origins lie in the traditional approach to teaching the classical dead 
languages, namely Latin and Greek when it was assumed to be the best method for 
teaching modem foreign languages. Its basic premise that the TL be leamt through the Ll 
is still applicable in the UdSU context although, unlike most FLSP teaching, grammar 
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translation relies almost exclusively on the LI in the classroom to the neglect of the TL. 
TL vocabulary is not acquired but learnt in list form. Similarly a point of grammar is 
taught deductively on the basis of rules and examples with the focus being on the form 
and inflection of words. The learner must commit these rules to memory in order to 
apply them to other examples. The material learnt usually takes on a complete form, such 
as a paradigm of a verb. The reading of difficult texts begins at a relatively early stage in 
the learning process and the related exercises focus on repetitive drill exercises. Many of 
these practices overlap with the Russian Milashevich Method described in section 3.5 
later in this chapter. 
The main goal of the grammar translation course for the learner is to be able to read 
literature in the TL as opposed to spoken language which occupies a position of 
secondary importance. In order for the goal to be achieved, the learner must follow the 
teacher's instructions in order to learn what the teacher knows. Consequently, the teacher 
is in a position of authority which complies with current traditional Russian FL teaching 
values. The interaction in the TL classroom is primarily teacher-to-student as all other 
forms of communication are peripheral. 
3.1.2 The Direct Method 
The Direct Method was developed originally as a reaction to Grammar Translation 
because it attempted to incorporate more use of the TL into classroom instruction. The 
basic premise is the avoidance of the LI at all times in classroom communication. 
Similarly TL to LI translation is also avoided. This is achieved by relying on the use of 
pictures and actions which are introduced by the TL teacher. Lessons frequently begin 
with a dialogue using a modem conversational style and questions are generated about 
the dialogue in the TL. 
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Unlike-'Grammar Translation and much of the FLSP's practice, grammar is taught 
inductively whereby rules are established through exposure to and practice with the TL. 
For example, verbs are used first in context and only at a much later stage is the complete 
paradigm given when a greater degree of oral competence has been achieved. More 
advanced learners can read the TL for both academic and pleasure purposes. VA-tile 
literary texts are used in the Direct Method, they are not analysed strictly for grammar 
content. However, as the TL culture is considered an important aspect of the method it is 
taught inductively through exposure to it in the TL texts used for study. 
3.1.3 Oral Approach and Situational Language Teaching 
VvUle this theory is not so relevant in the West today, many of its practices are still 
widespread. The origins of the theory lie with British Structuralism and the notion that 
structure is required to support the basis of language being speech. The importance of the 
habit learning theory originates from the Behaviourist habit-making theory: through this 
process, the leamer receives, memorises and then uses the language and structures 
covered. The method does not support the individual needs of a leamer but rather focuses 
on the groupýs needs. The descriptions of the six key stages in the approach fit exactly 
with Lozanovs Suggestopedia and Kitaigorodskaya! s Intensive Method (see later in this 
chapter). Richards and Rogers (1989, p. 34) describe them as follows: 
(a) The language material is taught orally before the material is presented in written 
form. 
(b) The target language is the only language of the classroom, including explanations of 
structure. 
(c) New language points are introduced and practised in context. 
(d) There is advance selection of vocabulary to ensure that the essential general 
vocabulary is covered by the material. 
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(e) Grammatical items are presented to the learner in a graded sequence from simple to 
difficult. 
(f) Only when the learner has gained a sufficient lexical and grammatical basis will 
reading and writing be introduced. 
One obvious weakness in the method is that the learner has little freedom in the early and 
middle stages of the approach and needs constant guidance throughout, although a 
greater degree of freedom is gained later on when the learner has more linguistic 
knowledge and therefore greater linguistic independence. Essentially, what the learner is 
given by this approach is a set of linguistic crutches in the form of pre-selected phrases, 
words and elements grammar. At the start, he finds it difficult to move well in an 
unknown environment having been used to complete freedom in. his Ll environs. 
However, in time he regains ever more freedom to express himself but this is only 
achieved through what the teacher provides for the leamer. The role of the teacher is 
consequently over-emphasised in the early and middle stages of the method and a kind of 
dependency syndrome is established. This fact is evident in all aspects of the method but 
is most noticeable because it is the teacher who organises the timing of the lesson, gives 
oral practice to support the textbook, ensures that revision takes place, adjusts the lesson 
materials to the needs of each individual, checks on progress through testing and is 
responsible for developing other language activities outside of the book. However, all of 
this reflects a more dated approach which shifts emphasis away from the learner. Modem 
Western approaches have attempted to make the learner the focal point of the method to 
be used. 
Like the lessons themselves, the instructional materials promote the same teacher- 
centred approach. The materials must be tightly organised and constructed in a way 
which allows the learner to communicate in structures which are both lexically and 
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grammatically correct. The materials should be tightly organised with the use of visual 
aids to assist learning. Again the linguistic crutch motif is relevant here because the 
materials are used in a non-naturalistic manner. The linguistic activities dictate that 
practice is carried out through drills, repetition, dictation and substitution activities for 
example. These same practices are widely preferred in UdSU circles, a fact which will 
become clear in the qualitative and quantitative findings of Chapters Six and Seven. 
3.1.4 The Audiolingual Method 
This is a scientific, mechanical approach to language learning which has its roots in the 
American Informant Method and the Army Method which are based on intense aural and 
oral contact with the TL. It involves a systematic comparison of English and the FL with 
the aim of solving ihe fundamental differences between them, using a system of listening 
and repeating in order to learn. The approach originates from 'structural linguistics' with 
its interest in phonetics, phonology, morphology and syntax. The linguistic approach is 
based on the construction of small units which build up to the whole as represented by 
the Diagram I below: 
Diagram 1 
Diagram Showing how Sentences are built up 
from Smaller Units into Whole Sentences 
Sentences 
Clauses 
Phrases 
Morphemes 
Phonemes 
One of the two main areas of interest in one Russian method concerns this same issue of 
syntax and closely resembles the concepts contained in Diagram 1. The Mlashevich 
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Method seeks to create an interlanguage by using the letter X, placed both in front of and 
behind different prefixes and suffixes, as well as in combination with other words in a 
specific order (such as a prepositional phrase). The intention is to create a system for the 
recognition of word functions without necessarily knowing what individual words mean. 
This method is explored in much greater depth later in the section on Russian 
methodologies. 
Audiolingualism believes that FL learning is a mechanical act of habit formation and 
involves memorisation of dialogues through aural and oral training. Drills help in this 
situation as they are perceived to be 'inductive' and not 'deductive'. Consequently there is 
more focus on the learner as a predictable element in the learning process who can be 
directed by skilled training to produce a correct response. The order of learning which 
takes place in the method's drill exercise is sequenced as: (a) recognition, (b) 
discrimination, (c) imitation, (d) repetition, (e) memorisation. This sequence helps to 
minimise the chance of producing mistakes. Other tasks which help achieve this goal 
include repetition, inflection, replacement, restatement, completion, transposition, 
expansion, contraction, transformation, integration, rejoinder and restoration. The learner 
is not encouraged to initiate conversation in the early stages but to be reactive and have 
little control because it is the task of the teacher to dominate, control the class, monitor 
progress and vary the drills to retain the interest of the learning group. 
Proponents of this method believe that human behaviour is dependent on three elements: 
(a) stimulus which elicits behaviour, (b) response which is triggered by stimulus and (c) 
reinforcement which marks a response as correct. According to the theory of learning, 
the sequence of stimulus (material), organism (learner), response behaviour (verbal) 
leading to positive reinforcement, results in the behaviour occurring again and eventually 
this becomes a habit. No reinforcement or even negative reinforcement can result in 
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behaviour which is not likely to occur again. Despite all this guidance, there is little 
direction given about how to cope with mixed ability teaching groups and in particular 
slower learners within the group. There seems to be an assumption that groups contain 
learners of a similar ability and in this capacity the strength of the claims made by the 
method is weakened by a lack of realism. 
There is no equivalent Russian method which promotes the use of the skill of listening 
for learning of a TL in a similar manner. At UdSU listening has long been an under- 
developed skill. This was primarily due to the lack of access to material containing 
authentic native voices. However, the importance of imitation is important in the 
Intensive Method but the importance of recorded dialogues is superseded by the 
importance of the voice of the classroom teacher whose job is to bring the dialogues 
('polylogues' in Intensive terminology) to life and encourage the learners to understand at 
first, then imitate, leading ultimately to an autonomous usage of the same linguistic and 
grammatical items. In this capacity its goals correlate closely to those of the 
Audiolingual Method. However, the key difference is the route which each method 
chooses to realise its goals. 
3.1.5 Communicative Language Teaching 
Communicative Language Teaching is influenced by the writings of Chomsky. It is 
described by many as an approach rather than a method. The conceptual difference 
between the two terms is as follows: a method focuses either on language structure 
(form) or on language use (function) whereas an approach draws in elements of different 
methods but is not reliant on one single method. An approach can be biased in favour of 
one method but draw ideas from at least one other. Consequently, the Communicative 
Approach is functional as well as structural, and has (i) a notional category which 
consists of concepts of time, sequence, quantity, location, frequency and (ii) a 
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communicative function such as a request or denial. It is both the focus of study in the 
i 
classroom as well as the general language of communication between the teacher and the 
learners. Howatt (1984, p. 279) describes this as 'using English to learn it'. 
The Communicative Approach is open to many different interpretations, none of which 
fully define its boundaries. For example, Hymes (1972, p. 281) describes it as the 
acquisition of communicative competence and a knowledge and ability for the language 
in use. He identifies the four following categories: 
(a) Whether (and to what extent) something is formally possible. 
(b) Whether (and to what extent) something is feasible in virtue of the means of the 
implementation available. 
(c) Whether (and io what extent) something is appropriate (is adequate, happy, 
successful) in relation to a context in which it is used and evaluated. 
(d) Whether (and to what extent) something is in fact done, performed and what its doing 
entails. 
These categorisations are helpful but not definitive. They can be interpreted in the 
following ways: (a) knowing how to say or write something, (b) knowing the limits of 
what one can say or write, (c) having a cultural awareness of whether something is 
suitable within the given context (d) to have an awareness of what the implications of 
one's statements might be. While these definitions prove helpful, some issues still remain 
unclear. In (b) and (c) not every learner is capable of knowing the limits of what is 
possible or what is culturally acceptable to the same degree. There are various factors 
which influence this, such as a learrier's academic ability, linguistic penchant and the 
degree of exposure to the TL culture. Consequently, a degree of flexibility is required 
within the definition. The natural outcome means that there will be a range of learning 
outcomes within one teaching group. Often this will not prove a problem if the group has 
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been selected in advance. However, where the knowledge of some learners is vastly 
superior to that of others in the group (as is frequently the case at UdSU), problems of 
ensuring an even spread of progress will become more apparent. 
In the. case of most world languages, an individual language is spoken by one 
homogenous population. In FL methodology, the process of observing the linguistic 
production patterns of that group has clear boundaries for the purposes of studying and 
learning that language. However, English has two unique characteristics, one of which it 
shares with primarily Spanish (namely, that it is spoken in many different countries of 
the world as aL I) and one which it holds alone (namely, that it has become the dominant 
lingua franca for most foreigners as their second language of communication with others 
from a different Ll background in an international context). The consequence of these 
facts allows a greater variety of acceptable linguistic forms than in most other languages 
(what is acceptable in the United States, might not be acceptable in Australia, New 
Zealand or the United Kingdom for example). Indeed, it is possible to sustain the 
argument that English can be learrit without a specific TL culture. The latter is not 
required in a conversation between two non-native TL speakers from different Ll 
backgrounds. Therefore the four criteria quoted above from Hymes (1972, p. 28 1) can be 
perceived as either too vague for the purist, or perfectly appropriate for the pragmatic 
researcher. If one were to adopt the pragmatic (intercultural) approach, Hymes'definition 
would allow us to accept that Russians could teach a form of English to match the needs 
of the present situation in the country, which would be different to the needs which we in 
the West perceive that they require. Its current needs are not necessarily to teach English 
in a specific Ll context (be that UK or US based for example) but rather in a more 
internationalist (some critics might say more 'sterile') sense. In this sense, can the 
Communicative Approach be all things to allpeople? The answer to that question 
appears to be yes. Due to the lack of consensus about the nature of the Communicative 
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Approach, there is no agreement about the exact nature of syllabus design. The system is 
therefore more flexible and less prescriptive than other methodologies but subsequently 
more reliant on the performance of the individual teacher. The tasks are more learner 
focused as each individual is seen as a negotiator of tasks as well as a partner within the 
group who needs to be open and co-operative in order to discover grammar rules. The 
teacher acts as a facilitator and independent participant within the group. He needs to be 
organised but at the same time have an ability to be flexible and let learners develop their 
linguistic ability freely and not over-correct them. Similarly, there are varying 
approaches to the Communicative Approach in text books. Some of these are text-based, 
others task-based or even based on the sole use of realia. In all cases, the key to success 
involves a good pace with a varied style. 
The use of the Communicative Approach covers therefore a wide range of styles drawing 
on elements of different methods. For example English grammar is not taught 
systematically to British children. Instead the focus is on mastering simulated 
communication situations. Consequently an approach is required which takes that issue 
into account. Conversely, learners from a Russian background would not be taught the 
same skills. The focus would be on rigid structure and form because the very nature of 
the Russian language dictates that Russian children are taught grammar from an early 
age in order to master the U. It is therefore more acceptable that grammar has a more 
critical role in FL teaching in Russia. 
While the Communicative Approach's flexibility can be seen as an advantage, it can also 
be interpreted as a weakness. First, with the lack of precision, a leamer who moves from 
one teacher to another may find the teaching style radically different. Progress may be 
slower in this case. The approach does not necessarily cater equally well for learners 
coming from different cultural and therefore leaming backgrounds within a single 
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teaching group. However, while this last point is not applicable at UdSU, the first 
criticism remains. In the UdSU context, the arrival of many thousands of Western EFL 
and DaF textbooks has led to the dichotomy as described earlier in this section. Should 
the FLSP teachers attempt to teach the FL according to the new Communicative 
Approach offered by the Western textbooks to their students when (1) the teachers have 
not learrit the FL though that method nor had little if any proper training in the 
Communicative Approach, and (2) the students have only ever been used to learning the 
FL in the traditional UdSU manner? Can the intended outcome of those Nvho produced 
the textbooks in the West be remotely achieved by the UdSU teachers? Or should the 
FLSP teachers simply use the materials in ways which they feel are appropriate given the 
UdSU context? Whatever the UdSU teachers choose to do with the communicative 
materials, will their chosen path not merely fit in with flexible definition of what the 
Communicative Approach is? In intercultural terms, the UdSU teachers are simply 
exploring a new dimension of the approach. In Chapters Six and Seven, the nature of this 
new path is defined for the first time and Chapter Eight offers a way forward for UdSU 
based on thefindings of Chapters Six and Seven. 
3.1.6 Total Physical Response 
Total Physical Response (TPR) is not a complete methodology but a strategy for 
teaching, elements of which are incorporated into a diverse methodological approach. 
Some features of teaching approaches observed at UdSU resemble aspects of TPR. 
Consequently it is essential to include some theoretical background on this approach in 
order to allow for theoretical comparisons between the two. 
TPR is linked to the Trace Theory from psychology and focuses on developing memory 
in the early stages of learning through practice. It is seen primarily as a tool for language 
learning and not a method for all occasions in the process of TL learning. TPR draws on 
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the key theory of the Bio-programme. This involves the co-ordination of speech and 
action. The sequence of importance around which languages and learning are organised 
comes in the following order- 
(i) Children develop listening skills before speech - Sometimes this may require the 
speaker to repeat words or even rephrase them'until the message is clear. 
(ii) Children are required to respond physically to their parents' commands - Here, the 
teacher plays the role of the parent but corrects little, which mirrors the situation of a 
child learning the L I. 
(iii) Speech evolves naturally and effortlessly - This occurs primarily because the learner 
has not been forced to speak until he is ready. 
The adult second language learper is the equivalent of a child learning his Ll. To 
diminish the negative effects of stress, teaching should emphasise the naturalistic 
approach experienced by the child-leamer by focusing on meaning rather than form 
(similar to Infantilisation in the Intensive Method - see section 3.4 later in this chapter). 
In the initial stages of a TPR course more importance is therefore attached to receptive 
skills which can be acknowledged by the learner through actions and then single words 
rather than productive skills. By contrast, the expected outcome in the Intensive Method 
is passive understanding at this stage. At the end of the course the beginner should be 
orally proficient in a range of linguistic situations. The assumption made by TPR (and 
also Suggestopedia and the Intensive Method) is that every learner is able to or would 
want to suspend reality and enter this world. External factors affecting an adult's (or even 
a teenager's) life (such as relationship problems experienced shortly before the class) 
mean that the simulated child-like state is not always attainable to the adult in his world. 
The assumption is also made that all the learners in the class are there because they want 
to be. However, learners are frequently obliged to study the Fl, (as at UdSU) and this will 
affect their attitude towards it. 
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The similarities between T? R and the Intensive Method are also evident in two other key 
areas: 
(1) Brain Lateralisation - T? R places demands on the right-hand side of the brain (i. e. 
Appositional thought) whereas most methods work on the left-hand side of the brain 
(where logical, analytical thought is processed linearly). This occurs because the learner 
indicates comprehension through actions or gestures in the early stages. The Intensive 
Method seeks to draw on the strengths of both sides of the brain and uses music to 
increase the braids potential to take in more knowledge than through conventional 
means. 
(2) Reduction of Stress. - Learning a TL should be similar to the Ll leaming pattern. By 
tapping back into this child-like state of mind, the learner has a stress-free experience 
which liberates the self-conscious leamer. The learner becomes the listener and the 
performer while the teacher is a kind of director of a play. The approach to teaching 
includes making use of voice, actions, gesture, props and realia. The importance of these 
same aspects is self-evident in the Intensive classroom at UdSU but there are subtle 
differences in how the outcomes are achieved. These differences will be pointed out in 
greater detail in section 3.4. 
3.1.7 The Silent Way 
The reason for including the Silent Way in this chapter may not appear immediately 
obvious since there is no directly comparable Russian methodology. However, there are 
elements which the Silent Method shares with several Russian methodologies and others 
which offer useful contrasts. We begin by looking at the differences. 
The Silent Way differs from Russian methods in that the teacher is meant to be as silent 
as possible, while the leamer should speak as much as possible. Gattegno who devised 
the method believes that the quality of leaming is better if the leamer discovers or 
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creates rather than repeats or remembers what has been taught (a kind of differentiation 
by outcome). The teaming can be facilitated by making use of physical realia and when 
the teacher uses material which promotes problem-solving. Scott and Page (1982, p. 273) 
define the learner role as a return to a 'baby-like' state (similar to T? R, Suggestopedia 
and the Intensive Method) when teaming the TL. This reflects the original way in which 
the learner gained knowledge about his Lt. Silence is seen by Gattegno as the best way 
of teaming fully, as it helps the process of teaming to learn (which shares similarities 
with the passive concert phase in Suggestopedia). The method can only serve the learner 
well in the early stages of TL teaming. It establishes oral/aural skills (in the opening 
classes, 15 minutes per hour are spent on pronunciation alone) and furnishes the leamer 
with an immediate, basic and practical knowledge of the necessary grammar for early 
language production. Due to the above, the syllabus is structured around grammar and 
topic-related vocabulary. 
As the course progresses, the learner becomes independent, autonomous and responsible 
for his own learning. He gains a 'feel' for the language through the lack of teacher 
explanation. Therefore, the leamer must generalise and draw up his own set of rules. 
This is achieved through a process of risk-taking (sometimes the risks will be rewarded 
but at other times the leamer will discover that the risk taken does not yield success) 
which enables the learner to become a good problem-solver. Within the class 
environment, each leamer has a strong influence on the other, which increases the quality 
of learning. Eventually, the learner comes to dominate the class which leaves the teacher 
in a subordinate role. Gattegno (1972, p. 80) describes the teacher's role as 'demanding' 
due to the limited nature of his role. For example, the teacher must strictly avoid 
repetition as this stimulates the leamer to remain alert and aware at all times. This notion 
contrasts sharply with the traditional Russian approach which promotes the teacher as the 
key source of knowledge for the FL leamer. 
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The language to be taught through the Silent Way is structured through a system of 
coloured rods which serve to facilitate learning. Each sentence is broken down and 
taught therefore in units. In total there are twelve colour-coded charts which contain 
between 500 and 800 words in both the LI and TL. These charts contain codes for such 
aspects as plural markers, personal pronouns, adjectives, question words, verbs, numbers, 
prepositions, family relationships, words of quantity, space and time. More specifically, 
three types of lexical groups have been devised into which words are characterised and 
consequently organised chronologically throughout the teaching materials. The 
categories are: (a) Functional Language - These are versatile words which are required 
for key areas of grammar. They include prepositions, numbers, pronouns and quantifiers: 
(b) Semi-luxury vocabulary - These are words used in every-day life TL settings and 
include food and travel: (c) Luxury vocabulary - This includes ideas and opinions. The 
last three categories do not appear in Russian methodologies but the colour-coded charts 
strongly resemble the Milashevich Method in the areas of syntax and verb forms. 
Evidently, there is a clear gradation of language and structures but this appears balanced 
by the greater degree of autonomy which the Silent Way learner has in choosing what 
expressions he wishes to learn. However, the theoretical assumption has been made in 
the Silent Way that the FL learner knows best what he requires in order to master the FL 
but this cannot be the case for most learners. Russian theorists might argue that young 
and inexperienced FL learners would not know what type of knowledge they require. 
Conversely, other more experienced class members could come to dominate the 
proceedings in the early stages and work at a pace which is inappropriate for slower 
learners. Their actions cannot be checked by the teacher who is unable to affect change 
because the method is learner-led. Consequently, individuals would be better served by 
the method than the whole group. A teacher-centred approach would counteract this. 
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3.1.8 Communit Language Learning Y4 
Community Language Learning is a unique approach which helps it to stand apart from 
the other Western methods discussed in this section. It is concerned primarily with oral 
work in introductory conversation courses in TL learning but can be used to some extent 
with written work. It was developed by Curran, a Chicago psychologist, and is the 
language version of Rogerian inspired Counselling-Learning. Curran (1976, p. 6) 
believes that the personal commitment of the learner is required for language acquisition 
to take place and uses the four following headings (known as SARD) to highlight his 
theory: 
(a) Security - The leamer must feel this in order to learn. 
(b) Attention/Aggession - Without leamer attention, there is a lack of involvement. 
Conversely, the latter is increased when the attention 6ppens. Aggression merely 
implies that the leaner must seek to communicate. 
(c) Retention/Reflection - The whole person is involved if proper retention is to 
occur. A conscious period of silence within the lesson would allow the learner to 
reflect on the language covered during the lesson. 
(d) Discrimination - Once the learner has retained the information, the next stage is 
to process the information gained and learn to use it. 
All four of these labels comply with the aims of the Intensive Method. The Intensive 
learner needs a secure learning environment in order to open up to the suggestopedic 
elements. The polylogue promotes learner attention in the passive concert phase during 
which the Intensive learner begins to reflect on and then retain parts of the polylogue 
before ultimately beginning to use the material independently. 
The teacher acts as a counsellor to the group of students and stands outside their seated 
circle unlike the Intensive teachers who has the students placed in a semi-circle around 
him. His role is to translate the utterances offered by the learners in their Ll. The leamers 
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are seen as clients in the classroom and are not viewed in isolation or in competition but 
in collaboration with each other as the group develops organically in a safe learning 
environment in which they are all in control of their own learning. The interaction 
between the learners is symmetrical, as it is between equals whereas the interaction 
between the learner and the teacher is between unequals and therefore asymmetrical. 
However, a similar problem exists in Community Language Teaching as in the silent 
Way. In particular the ability (both academic and linguistic) and confidence of learners 
are not equal and there appears to be no mechanism to ensure that the strongest do not 
come to dominate and that the weakest do not come to be totally passive. By a lack of 
reference to it, there is also an implied assumption that leamer motivation is not an issue 
which needs to be addressed. How effective the method would be, if taught across an 
entire year grouo at university or school, remains unexplored and therefore unanswered 
but in the UdSU context, the method is not feasible given the current teaching and 
learning environment in the FLSP. 
3.1.9 The Natural Approach 
Terrell and Krashen are the key exponents of this approach. While Terrell believes that 
in communication, the primary function of language is meaning and that language is the 
vehicle for conveying that meaning, Krashen (Krashen and Terrell, 1983, p. 55) believes 
that: 
Language is best taught when it is being used to transmit messages, not 
when it is explicitly taught for conscious learning. 
The Natural Approach is aimed at beginners and interestingly, Terrell states not just the 
goals for the course but also the 'non-goals'. There is an attempt here to be realistic which 
contrasts with the many unfounded claims which some methods put forward, notably 
Russian ones whose assumptions often go unchallenged. 
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The Natural Approach is based on five key principles: 
(a) The Acquisition/Leaming Hypothesis 
There are two distinct ways of developing linguistic competence. Acquisition is seen as 
more natural in its development whereas learning is perceived as more formal and 
artificial. Table 6 below summarises the key characteristics as follows: 
Table 6 
Table Showing the Key Characteristics of Acquisition and Learning 
Acquisition teaming 
I 
Naturally experienced jKnowing rules 
'Sub-conscious IConscious ý ý 
Similar to child first language acquisition ýFormal knowledge of lg n 
o 
jImplicit knowledge ýExplicit knowledge 
Formal teaching does not help j ýFormal teaching does help 
Acquisition focuses on understanding the message in thd TL. The ability to speak 
emerges by itself after a sufficient amount of competence has been acquired through 
input. Each student is not forced to speak until he is ready and speech errors which do 
not interfere with communication are not corrected. Fluency is not forced but comes 
from what the individual has picked up (The issues concerning unmotivated or 
compulsory learners are not addressed however. ). Formal knowledge only serves as a 
function for checking and making repairs on the output of the acquisition system, i. e. it is 
only the learning process and cannot initiate production. In a Russian context, the same 
distinctions are not appropriate. Much of Russia! s methodologies, including Galperirfs 
Theory of Mental Acts and the Milashevich Method, could be described as conscious 
learning but Kitaigorodskaya's Intensive Method transcends each individual definition. It 
is primarily a learning technique but seeks to place the learning in a pseudo-natural 
context which promotes acquisition. 
i 
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(b) The Monitor Hypothesis 
As language is acquired, conscious learning has- a limited role of serving as a monitor or 
'quality control' checker of what is produced. Three factors which limit the role of the 
monitor hypothesis are (i) the time which is required to choose and apply the rule, (ii) the 
issue of focusing of correct forms of output and (iii) the knowledge of rules is limited to 
the quantity and quality of linguistic rules which the learner has gained in his head. A 
monitor over-user is too conscious of rules; a monitor under-user produces language by 
feel; while the optimal monitor user uses rules correctly where appropriate. No reference 
has been made to the underdeveloped monitor or the monitor as yet unaware of its role. 
Both of these types have the same consequence, namely that the monitor will function in 
a way other than those described by Terrell and Krashen. In any case, all Russian 
methodologies promote a conscious monitor, most notably thi Milashevich Method. 
Consequently issues concerning other monitors fall outside the remit of this research. 
(c) The Natural Order Hypothesis 
The hypothesis suggests that the acquisition of grammatical structures or morphemes 
follows a natural order in both first and second language acquisition. The same is said to 
exist for Ll errors also. In the Natural Order Hypothesis, certain structures tend to be 
acquired early or late and in groups. For example, in morphemes or function words (i) 
'two hats' and (ii) be is doing! are acquired early, whereas (iii) 'he singý is acquired late. 
Of course FL instruction can affect this natural order, both in terms of what is included 
and what is left out of a syllabus but it is also true to say that the LI background of the 
TL learner plays a crucial role. Russians are more acutely aware of certain issues of 
grammar than a German or French native speaker is and vice versa. Therefore many 
Russian FL academics believe that a TL course should play to the strengths of the learner 
population. Given that most EFL books are published with an international learner 
population in mind, the view is often expressed at UdSU that the textbooks purchased by 
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TEWUS do not meet all the needs of the FLSP students. In this sense, Krashen and 
Terrell's hypothesis is lacking in sufficient detail to apply to the UdSU context and 
therefore not convincing. 
(d) The Input Hypothesis 
The Input Hypothesis relates to acquisition and not learning. An individual acquires 
language by understanding input beyond his current level of competence, achieved with 
the help of context. Therefore reading and listening are of prime importance (writing and 
speaking develop on their own at a later stage). For this to happen, the acquirer must hear 
and read messages containing structures of gradationally sequenced difficulty and 
understand their meaning. The gap between the latter and former can be bridged by use 
of visual aids, extra linguistic content and general knowledge of the TL culture. For 
reading strategies this can be best represented by Diagram 2 taken from Krashen and 
Terrel (1983, p 133): 
Diagram 2 
Diagram Showing how Reading Strategies can be developed in the FL Learner 
Read for meaning 
Do not look up every word 
Predict meaning 
Use c ontext _7 
Text Outside TeT-ý 
look ahead I headings real world back knowledge of illustrations information language 
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The same strategies are available in the learner's Ll. This process is described as 'i +F 
theory because the 'caretakee talk should be directed to the acquirer, so that input 
automatically contains I+ 1'. The T represents the knowledge already acquired by the 
learner and the '+I' contains the grammatical structures which the learner is 'ready' to 
acquire. When required, caretaker speech can be used to come down to the appropriate 
level of the child or learner to ensure that 'i +F takes place. The same is also true of 
foreigner talk which involves more simplified language (for example, slowing down, 
repeating teacher talk in the TL). In both cases, the learner is the central focus of the 
teacher's actions. 
In a Russian context, the 'i +F cannot be the same as it is in a Western context. First, the 
learner's background is radically different on so many levels, including micro and macro- 
socio cultural issues. The term 'real world information' was subjected to Soviet 
propaganda for many decades with the result that both the learner and even the teacher 
are ignorant of cultural issues. Chapter Five explores this issue in greater depth through a 
taxonomic analysis and seeks to ascertain the extent to which this is present in the FLSP 
at UdSU. Second, the learner's linguistic history and perceptions of FL learning have 
been nurtured in a different way. The comments in Chapter Two on the background of 
UdSU and the observations on Russian teaching methodologies, made earlier in this 
chapter, confirm this view. Third, an ESP leamer in Russia is obliged to take classes in a 
foreign language and therefore his motivation is unclear. His attitude can affect the 
success of the input hypothesis not just for himself but also for others. Chapter Seven 
attempts to find answers to these questions by providing the results of student attitudinal 
and perception questionnaires with subsequent analysis. 
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(e) Affýctive Filters Hypothesis 
A low filter means that the performer is more open to input which strikes deeper. 
Possessing the right attitude is the key which encourages the learner to give more input 
and to be more receptive to the input they receive. Interference occurs when knowledge 
of the LI gets in the way of the TL (see Diagram 3 below). 
Diagram 3 
Diagram Showing the Affective Filter Hypothesis 
LI 
Filter 
Language 
input ---------- Acquisition > acquired competence Device 
In the case of Russian learners of English, the interference is more obvio. iis because there 
are less similarities between the languages than there are between, for example, Russian 
and German or German and English. The filter in Diagram 3 has therefore more effect on 
the success of the input. As we have already read, Russian linguists have devised 
methods which are both familiar and alien to FL teaching in the West. The purpose of 
this research is to ascertain within a Western FL methodological framework how 
successful these are in the UdSU context. 
3.1.10 The Intercultural Approach 
Current FL thinking in the West is dominated by one key word, namely 'intercultural'. 
While the word has broader ramifications beyond and even within the field of education, 
in Europe the term is used to describe the acquisition of facts about the customs, 
institutions and history of a society other than one's own. An Intercultural Approach 
seeks to go beyond the traditional boundaries of cultural knowledge and attempts to 
observe how these characteristics are interrelated. Mtherto, the approach was to teach 
language and culture separately but the Intercultural Approach suggests that the 
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traditional boundlaiies of'seir and'Oflielshould be called into question and that language 
should be taught as culittife. 'in oidef to I'tilly understand the significance of this shift in 
perception, it is essential to establish parameters for the term 'culture'. It is exiteniely 
difficult to reach agreement about what exactly 'culture' implies but the following are all 
relevant: language, way of life, ways of thinking and feeling, values and beliefs, 
courtesies and entertainment, taboos and obligations. 
Unlike previous approaches to culture in FL leaming, the Intercultural Approach seeks to 
establish an egalitarian relationship between the TL and LI cultures. Therefore it rejects 
ethnocentrism and embraces an amalgam of the TL and LI cultures on an equal basis. 
Given the current situation at UdSU, the potential exploitation of the Intercultural 
Method in that environment is great. Cultural encounters do not need to be avoided as 
they can take place within a framework of parity of esteem. 
The three key stages of the approach concern the three stages of de-centring, penetrating 
the other cultural system and negotiation. It is difficult to see how these principles can be 
fully realised in an UdSU context given the fact that all the financial funding for the 
TEMPUS project came from the European Union. In this sense, the ideals of the 
Intercultural Method are flawed from the inception of the TEMPUS project. However, it 
could be argued that in the post-TEMPUS em the intercultural approach is the best way 
forward for the FLSP. Chapter Eight addresses this question when future methodological 
implications are assessed. 
3.1.11 Conclusion to Section 3.1 
The above analysed theories are precisely what they claim to be, namely theories. Any 
teacher working in any educational establishment is aware of the gap which exists 
between theory and practice but accepts that the guiding principles will affect the long- 
55 
Chapter Three 
term outcome of what the learners gains form the lessons. In one respect the theories are 
idealistic. They describe ideal learners who want to learn. At tertiary level in the United 
Kingdom, only those students who are interested in foreign languages pursue FL studies. 
It is solely at secondary level (up until GCSE) that the pupils of an entire academic year 
study a FL. Here, the main areas of contention lie in the discussion as to whether classes 
should be streamed according to ability or organised into mixed ability groups. What is 
gained by one approach, is lost by using the other. Mixed ability teaching reduces 
disaffection among weaker learners who are not labelled 'weale as they are in streamed 
teaching. Stronger and more able learners are held back in mixed ability teaching 
because the teacher must give equal time to all levels of ability whereas the end product 
of the top set in streamed classes is much superior. Given that UdSU teaches all non- 
specialists a foreign language, the description of the secondary model is more applicable. 
The methods in this section do not make sufficient reference to this issue and are 
therefore weakened by that omission. 
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3.2 Russian Methodologies 
The evolution of FL teaching methodologies in the former Soviet Union has taken on a 
distinct character to that in the West. Rezaev (1996, p. 116) identifies four stages of 
Soviet Higher Education: 
(i) The Utopian Phase (1917-1939) of idealism and experimentalism. 
(ii) The Realist' Tradition (193 9-196 1) during the process of urbanisation. 
(iii) The 'Anti-Realist' Stage (1961-199 1) with the numerical expansion at HE level, there 
was a battle between the idealists and the realists. 
(iv) The Period of Post-Soviet Paradoxes (1991 to the present). 
Characteristics of all four of the above can be seen in the current state of Higher 
Education in Russia. The following section deals with these and is broken int6 two sub- 
sections. First, key characteristics about current FL teaching in Russia are noted and 
second, the key Soviet theories in the fields of Linguistics and Psychology are presented. 
3.2.1 Key Characteristics of Current FL Teaching in Russia 
In order to ensure that a proper understanding of FL teaching in Russia is achieved it is 
essential that the following points are mentioned in advance of the analytical discussion 
which follows this section: 
(1) Learning foreign languages in the Soviet Union has had a mixed reception during the 
twentieth century. From being an enemy of the fledgling Communist state when FL 
teaching was seen as a luxury only for the wealthy aristocracy and bourgeoisie, it became 
a subject which could be taught to the masses. It fell out of fashion again because it was 
perceived as unpatriotic for a citizen not to be content with the tongue of the motherland. 
Those who were involved in FL teaching in the 1930's and 1940's were viewed with 
suspicion by the authorities. Today, traces of this sentiment of suspicion still prevail, 
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particularly among older teachers in Russia (Ter-Minasova, 1996a, pp. 8-9) and 
consequently at UdSU. 
(2) The complete isolation of Soviet citizens from Western culture during the Soviet 
period was so complete that it has left a huge gap in their cultural knowledge. During this 
period, most foreign languages were taught as dead classical languages because teachers 
and students had little chance to practise their skills with native speakers. Consequently 
Western methodologies had little or no relevance in places such as UdSU. 
(3) The USSR was a multi-cultural state with Russian as the lingua franca. Russian had 
to be learnt by many Soviet citizens (including Udmurts) as a foreign language. 
Consequently, a whole unique genre of FL theories evolved which were used to teach 
Russian to non-Russian speaking citizens. Much of this theory was transferred across to 
the methodologies for teaching other foreign languages as were Soviet ideological 
influences. 
(4) The way in which methodology in Soviet theoretical writings is expressed often 
appears convoluted and relies heavily on technical-scientific or even pseudo-scientific 
jargon which is often oblique. There is a tendency in Russia to offer theories which are 
not always backed up in the way to which Western theorists are accustomed. The 
practice of UdSU teachers fits in with this pattern. 
(5) Within the Soviet educational tradition three key characteristics stand out: 
(a) Depth, thoroughness and perfectionism were pre-requisites. Being pragmatic was 
seen as being capitalist and therefore not acceptable. The goal was to teach everything 
within an area of grammar or lexis. While this is a noble aim, the human reality is that 
this goal is impossible. 
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(b) Mass-production techniques and mass-production teaching materials were a 
characteristic feature of FL teaching because Russia had several million students. For 
economic reasons alone, FL teaching materials had to be teacher-oriented to the neglect 
of the individual learner. Within a Russian educational institution, the practice of 
copying and using centrally produced material was and still remains widespread. In 
Chapter Five, this issue is explored further within the UdSU context and shows how 
material is often used without source references or acknowledgements. 
(c) Ter-Minasova (1996a, p. 11) writes that a solid theoretical basis was essential for 
good FL teaching practice and included areas such as lexicography and socio-linguistics. 
UdSUs ESP teaching clearly follows this tradition as shown in the taxonomic survey in 
Chapter Five. This is in contrast to the West's perceptions of naturalistic learning. 
(6) There has always been a preference for the British variant of Standard English 
(Received Pronunciation) over the American variant. Within the USSR, there was a need 
to teach Standard Russian to all students, including those of non-Russian origin and 
similarly, there was a need to have a standard form of English. Traditionally, the British 
variant has been the dominant one for many reasons. First, it is the original, historical 
and cultural source with a world famous literature (useful for a country in isolation like 
the USSR as a safe source for linguistic analysis) and for this reason is viewed as more 
prestigious. Second, Russian teachers teach this variant because few know the American 
variant although the situation is constantly evolving. At present the FLSP has only one 
young teacher who speaks the American variant of English. Third, the British EFL 
industry has always been more pro-active in its promotion of British English in Russia, 
thanks in great part to the role of the British Council (and more recently, under the 
auspices of the EUs TEMPUS projects). Fourth, due to the Cold War and its aftermath, 
there have always been many negative connotations attached to the United States in 
Russia (Ter-Minasova, 1996a, pp. 60-61). 
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(7) The Soviet traditions of English for Specialists and Non-specialists 
Two strands of English teaching existed in the USSR and still exist in today's Russia. 
These are: (a) the students who -choose to specialise in foreign languages and (b) all other 
students at university level who are obliged to study a foreign language alongside their 
main speciality as an integral part of their degree. The majority of the latter choose to 
study English. This type of teaching, known as Language for Specific Purposes (LSP), 
dates back to the 1960's in the USSR- The main needs of the students were identified for 
interpersonal, international and research purposes. By the mid 1970's, LSP had become 
the dominant mode of teaching for non-specialists. The FLSP functions only in this area. 
3.2.2 Key Soviet Theories in the Fields of Linguistics and Psychology 
It is important to contextualise the material which follows within the seven pbint 
framework provided in section 3.2.1 above. Furthermore, it is essential to bear in mind 
that the subsequent sections on Russian and Eastern European theoretical methodologies 
have been selected to reflect the past and present teaching practices of the FLSP teachers. 
Where appropriate passing reference is made to provide clarity of the UdSU application 
of these Russian methodological theories. 
3.2.2.1 Conscious Learning Leading to Unconscious Language Production 
Originally, many Russian teachers believed that it was impossible to arrive at a definition 
of 'language masterV solely through linguistics. Eventually, psychology was adopted as a 
complimentary system as it also involves speech skills and speech habits. Vygotsky, a 
key figure in Soviet psychology, created a school of thought which has endured. In his 
early research, Vygotsky wrote that a child learns its own Ll in the opposite way to 
which it will learn a TL given that Ll learning involves no study of the alphabet, no 
focus on reading and writing, nor the conscious and deliberate construction of sentences 
or the study of grammar. The learning of the Ll is sub-conscious and involuntary 
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whereas the learning of the TL is deliberate and consciously aware-- the complete reverse 
of the former and in contradiction to the Natural Approach. Vygotsky (1956, p. 291) 
argued that whereas the simplest elements of the language are learnt early in the LI, the 
more complex aspects of the TL are developed first. The acquisition of the TL is thus 
dependent on the degree of maturity of the learner in his own native tongue and 
consequently presupposes that the learning of the TL will be achieved in part through an 
analysis of the Ll. It was believed that the only possible exception to this pattern occurs 
when a person acquires a second language in the same way that he acquired the first one 
- namely when a child learns two languages from an early age. 
The idea of both the Ll and FL learning methods going in opposite directions was later 
found to be valid only to a certain extent. This was due to the fact that the levels of 
mechanism have already been built up in the LI and therefore they transfer to the process 
of learning the TL naturally. Several Russian theorists believe that the student always 
sees the TL through the knowledge obtained about the Ll and that any other 
psychological path is impossible. In this respect, the Russian theory shares elements of 
methodology which are similar to Grammar Translation. 
It is only logical to actively direct the leamer down this path in the teaching process and 
abandon all other approaches. The best way forward is to draw up an algorithm 
(structured rules of grammar) to raise awareness of LI grammar which can be automated 
and later transferred to the FL. For the psychologist, there is a need to be aware of the 
psychological mechanisms for conscious awareness and automatism. In Western terms, 
this matches the Behaviourist theories of automating good accurate language production 
in the classroom before the learner comes fully to understand the nature of what he is 
doing (as in the Audiolingual Method). However, Soviet psychology has always made a 
greater issue of conscious awareness and rejects the comparison with Behaviourism. as a 
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result. For both methodological and psychological consideration s, the Vygotsky school 
rejects the Behaviourist view that verbal behaviour can be reduced to reflex responses to 
verbal and non-verbal behaviour (See Leonfev 1967 for further details on this aspect). It 
does so on the grounds that the issues of motivation and the speakees enviromnent need 
to be taken into account. 
Consciousness is a leading principle in Soviet methods of FL learning which 
distinguishes it from other primarily Western methods because the end product of this 
approach is an unconscious state. How consciously aware the speaker is of what he is 
doing is important, as it indicates to what extent the speaker is 'free' to use the skills 
acquired. There are different levels of 'conscious awareness': 
(a) Central, cognized awareness - which is the goal of the act in the early stages of 
classroom teaching. 
(b) Conscious control - an action shaped by a previously conscious goal-directed act but 
which has now gained a degree of autonomous usage (Leonfev, 1946, p. 21). 
(c) Unconscious control - an innate skill which limits the freedom of the speaker in 
speech realisation (Leonfev, 1965, pp. 123-124). 
(d) No cognized awareness - the speaker is not aware of any action of speech realisation 
(i. e. 'spontaneous speeclf has been achieved) where the issues of grammar and 
vocabulary are being dealt with at a 'sub-conscious' level. This practice is evident in 
section 3.4 on Kitaigorodskaya! s Intensive Method, a teaching strategy which is 
advocated by a small group of FLSP teachers. 
3.2.2.2 The Theory of Internalisation of External Acts 
One current trend in the School of Russian psychology of conscious learning can be 
traced back to the ideas of Galperin, a member of the Vygotsky School. The theory 
expresses the view that inner activity (theoretical, intellectual, mental) is closely linked 
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to external activity (practical). Acts with material objects are internalised and 
consolidated to become skills. Once they are automatic they become components of 
more complex acts and finally they develop into habits (See Galperin, Zaporozhets, and 
El'konin, 1963). There is a clear distinction here between the elements which make up 
an 'activity: 
(a) The activity is an independent goal of which the subject is consciously aware (e. g. the 
learner wants to ask someone for directions to a shop). 
(b) The act is each element of the activity (e. g. the learner creates a series of questions 
and statements first to obtain the information and then to clarify the details). 
(c) The operations are the components of the act and depend on circumstances 
surrounding the act. The learner may not necessarily be conscious of these operations as 
they can be automated (e. g. the learner reacts to the response from the other person and 
uses words and phrases to formulate the statements and questions in order to clarify the 
essential detail). 
A comparison is drawn between a learner of a new language and somebody starting a 
newjob. Each individual element of the job (namely the acts and the operations) must be 
taught separately before the whole sequence of actions (activity) can be performed 
without support. Similarly, in order to be able to speak a language properly, the learner 
must practise and master each individual act which, when put together, make up normal 
free speech. Overall, this model requires a high degree of structure but fails to meet the 
needs of the individual student in a mixed ability classroom which is the typical 
composition format at UdSU. 
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3.2.2.3 Definition of Speech 
i 
The activity of speech can be either oral or written and is divided into two key areas: 
(a) Monologue - which demands special training. The ability to produce monologue 
presupposes the ability to select the most appropriate means for a specific utterance (e. g. 
persuasive, expressive). The distinctiveness of the tone of voice is also relevant in terms 
of intonation, for example when making statements or asking questions. 
(b) Dialogue - which requires drill exercises on a limited number of speech stereotypes. 
(for example, Do both partners know the context? Is there non-linguistic 
communication? Is there involuntary reactive speech? ) This starts at a very simple 
beginner level and ends with full native-speaker-like competence (For further details see 
Zimnaya, 1964). 
In both cases, monologue and dialogue vary according to whether the speech is situation- 
bound, contextual, non-situational or non-contextual. Further to this, distinctions 
between three sub-types of speech can be found: 
(i) The criteria linked to the inner organisation of human thought and language 
capacity. The speaker is participating in: 
(U) Communicative speech - i. e. social intercourse (which occurs more in LI). 
(i. ii) Nominative speech - aimed at designating things in reality (which occurs more in 
TL leaming). 
(i. iii) Echolalic speech - speaker repeats words without being aware of its content 
(which occurs more in TL learning). 
(ii) The criteria associated with the fundamental structure of activity and with the socio- 
psychological functions of speech leads to the question of whether speech is stochastic 
(i. e. is it generated as a unique string of inter-related elements or is it constructive? Does 
speech have an inner schema? Is there any inter-verbal behaviour such as translation 
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from one language into another? ). This question is not central to the current research but 
is an area which requires further exploration at a later stage. 
(iii) The criteria linked with the characteristic features of the utterance (Leonfev, 1973, 
p. 14). Does the utterance have the criterion of unconscious or conscious speech, 
controlled or spontaneous speech? 
3.2.2.4 Speech Situation in the TL Classroom 
An important question in Russian linguistics is how speech should be taught in a TL 
lesson. There are three speech situations which occur naturally in any TL classroom. 
These situations are: 
(a) The 'structural unit' of a textbook - the material around which the lesson is built. The 
situation provides unity of vocabulary within the lesson. Russian theorists criticise a 
textbook which is built around an account of people and events, which bears no relation 
to the student, and which distracts the teacher from the real job of teaching because he 
must provide clarification of the external (and therefore to the student) alien information 
about another culture. Often there are also non-relevant materials such as pictures, lists 
or objects, which cause the student to play the role of the outsider as they have no 
relevance to the theme. This contradicts more recent thinking in the United Kingdom, as 
is evident in the Communicative Approach used in secondary schools. The GCSE 
examination is based on a tourist visiting the TL country and encountering the TL 
through a series of simulated authentic settings. Often there are major gaps in the 
learners TL cultural knowledge which can hinder linguistic progress. By contrast, many 
Russian publications focus on the Ll environment through the TL in order to reduce 
learner alienation. 
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(ii) related to the characteristics of the activity. Creating the right circumstances for the 
achievement of the latter is the task of the TL teacher. Where true authenticity is not 
possible, the term 'fictitious circumstances' can be used to imply creating a system 
whereby the student accepts the situation as real and relevant to him fully (but not as 
perceived by the Communicative Approach) and therefore true communication can take 
place. The latter can be textbook generated or teacher inspired. A parallel is drawn with 
detective novels in that the reader often finds himself in the role of the detective in trying 
to work out who the criminal is. Thus the student can be motivated to act in a specific 
way and effect a 'transformation! or in psychological terms a 'transference' through the 
creation of 'fictitious circumstances' in a textbook designed like a work of fiction with its 
heroes. For the student, this will involve the suspension of reality which allows him to 
act 'together with' or 'instead of the hero. Some Russian theorists believe that the best 
method of achieving this goal would be to have professional writers produce a textbook 
which contains verbal communication in real situations in which the student could find 
himself in the TL country. There is clear evidence of this practice at UdSU in the form of 
the UdSU variant of the Intensive Method. 
There are several weaknesses in the theoretical arguments so far. First, the issue of 
learner motivation has not been dealt with. Given that the ESP learner is obliged to study 
a FL at all Russian universities, more theoretical work is required in this area. Second the 
centralised education system fails to acknowledge that each individual learner has his 
own specific needs. The stated theory does not appear to take account of the practical 
realities of such implementation. Third, the notion that non-linguists would be better 
suited to textbook production is oversimplistic as there would still be a need for TL 
specialists to review the work and advise on changes. 
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(b) The way of presenting the students with the material. The situation is built around a 
particular aspect or aspects of grammar. The problem of creating a proper functional 
grammar is seen as ma or because the exercise related to a point of grammar should 
place the student in a problem situation and not become a mechanical operation. This 
operational structure depends (i) on the language, (ii) on the general psychological nature 
inherent in the speaker and (iii) on the particular method used in forming the appropriate 
skill. However, there is insufficient supporting evidence in this area to sustain a 
convincing argument. 
(c) The way of organising the exercises in order to consolidate the knowledge gained by 
the students. This places great emphasis on the teacher who needs to know his students 
well in order to know how to best support their learning. The weakness in this theory is 
the over-reliance on the teacher. The practical realities of teaching in the FLSP at UdSU, 
as shown in Chapter Two, prove that it is not possible to assume that all teachers are in a 
position to deliver the teaching as suggested by the theory. 
3.2.2.5 Galperin's Theory of Mental Acts 
Galperin's Theory of Mental Acts draws on the principles of interiorisation of external 
activity and its conversion into inner intellectual activity. According to the theory, the 
student must be lead through the five follo, %kring stages: 
(a) The act is divided into operations which are scaled according to the studenfs abilities 
and adapted to the knowledge and skills which he has at the outset (Galperin, 1959, p. 
449). When the student has comprehended the schema, it is transferred to new material. 
Thus the student will be able to progress from one reference point to the next, through 
the separate operations without any of the skills and habits which the new act might 
involve. Orientation is achieved through one of three ways: 
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the separate operations without any of the skills and habits which the new act might 
involve. Orientation is achieved through one of three ways: 
(i) When acts are performed according to a model - such as the act itself, the model of 
the product or the result of the act. 
(ii) A model of the act and the instructions on how to perform it properly are provided. 
(iii) The teacher's primary emphasis is on planned instruction. An analysis of new tasks 
will enable the student to discriminate reference points and conditions for performing 
new tasks. In section 3.5 of this chapter, we will see how Milashevich makes use of this 
idea in developing an approach to English verbs. 
(b) The new stage is the external act which is executed on material objects (Galperin, 
1959, pp. 450 - 451). The student can draw on many sorts of learning supports such as 
diagrams, outlines, schemata, drawings, models or even written notes. They reproduce 
the key characteristics of the specific things which are essential for the acts. They enable 
the student not just to perform the acts with them, but also to manipulate and alter them. 
For the teacher to achieve this, the first task is to find the initial material and then to 
establish the best purpose for which it can be used. In some cases, the material can 
become a kind of interlanguage which acts as a support for the learning. 
(c) This involves the shortening and subsequently the transition of the act to the plane of 
speech without the support of the objects. This is achieved at first by producing language 
which is external but accessible to teacher control. 
(d) The audible speech is now replaced by inner thought which leads to the production of 
the finished utterance and involves no teacher control. 
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(e) The final stage is the complete automatism of the speech act. What exactly 'complete 
automatism' means can be interpreted in two ways. Many have queried whether (i) it is 
possible or not to think in the foreign language thus leading to a 'translationless' mastery 
of the foreign language or (ii) does the TL speaker pass through a mental Ll field before 
speaking? This issue remains unresolved both in Russia and the West. 
The sequence of acts is achieved by first creating the basis of an act through isolating the 
individual units operative in speech and then establishing their hierarchical 
interrelationship. Second, the student must be taught to perform conscious operations on 
the language -with the aid of external supports, such as diagrams. Third, the student is 
taught to carry out these operations without external supports. Fourth, the student begins 
the abbreviation and automatism of the conscious operations in order to get it 
ýomrnitted 
to his memory. Finally, the student fully abbreviates everything practised to the point of 
mastery and makes his speech completely automatic. The portion of language study 
devoted to conscious treatment of the material must be reduced gradually to zero, by 
increasing the automatism of language. Belayev (1967, p. 67) talks of a 'conscious, 
practical mastering' of a foreign language although the final mastery is a direct and 
intuitive one. 
3.2.2.6 The Importance of the Textbook 
One favoured option for the production of textbook materials is the use of comparative 
and contrastive linguistics for analysing the morphological structures of words. It can 
help to create a specific algorithm of grammatical analysis which can be passed quite 
quickly to the oral form and then automated. The use of a word form scheme reveals the 
syntagmatic structure of the word (for example, affixes) and the grammatical meaning of 
the individual morphemes (which is the same as parsing). In this way, the learner begins 
to perceive every word through this schema and is supposed to understand the semantic 
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and morphological features of a word immediately. However, the realities of the 
classroom are not as easy as this and it is not always possible to direct learners fully at all 
times. 
In Russia, it was and still is believed that an analytical approach to syntax in the textbook 
can yield better academic results. The views expressed by Gokhlemer and Eyger (1966, 
pp. 175-178) are still relevant for teachers such as Milashevich (1991). The former put 
forward the following scheme for textbook generation: 
(a) Functional grammar analysis of the Ll and discrimination of basic grammatical 
meanings. 
(b) Introduction of the word forms of the FL and their functional grammatical analysis. 
(c) Comparison of the schemata for word generation in the Ll and FL on the basis of the 
system of grammatical meanings. 
(d) Transition to elementary syntactic models. 
More important than how to teach is what to teach. In LSP textbooks, there needs to be a 
leamer's commentary, oriented towards the background knowledge of the student (given 
that the student knows more than the teacher within the topic area). The commentary 
must also be socio-linguistically determined and contain sufficient support material for 
the leamer without overburdening or undersupplying them. It must explain issues such as 
facts, literary allusions, quotations and linguistic difficulties such as idioms, puns, 
obsolete words, slang and neologisms. Chapter Five addresses all these aforementioned 
issues related to textbook production in the taxonomic survey of UdSUs in-house 
publications. 
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3.2.2.7 Syntactic Structures and Lexicology and the Need for Models 
In contrast to the view of the native speaker of English, it is obvious in the mind of the 
Russian learner that there should be some equivalent of the paradigm of case. To this is 
tied the issue of lexis. The tradition in Soviet linguistics has been to play to this strength. 
There is a different syntactic constituent tree structure in each language with varying 
depths of sentences permissible in different languages. Most FL language learners make 
their mistakes in this area as they transfer their Ll structures across to the TL. The view 
is held that to gain mastery of the TL, the pre-requisite is mastery of one's own LI 
structures first. This focus is gradually reduced until automatism occurs without rules. A 
system of learning models compliments this knowledge of the structure of speech 
generation. The syntagin (as opposed to the paradigm) is accepted as the best unit to 
achieve this. 
A related issue concerns vocabulary and how it should be taught. Ter-Minasova (1996a, 
p. 24) mentions the concept of 'slovosochetanije . '(word collocation) which entails syntax 
and the study of speech construction. The issues which have been studied include how to 
build a sentence and what to build it out of, given that there are so many ready-made 
phraseological units (idioms) in English which can also be represented by word- 
combinations. Ter-Minasova (1996a, pp. 24ff) offers the following examples: 
(a) I rarely go there (word-combination) 
I go there once in a blue moon (idiom) 
to visit (word) 
to go and see (word combination) 
to pay a call (phraseological unit) 
In both cases, the same message is conveyed but knowing when to use what requires 
much practice and analysis. It is the job of the teacher through the use of specific 
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teaching methodologies to provide the framework and the required practice for the 
learner to master these skills. 
Another aspect of word combinations which causes problems concerns the issue of word 
collocation (e. g. a blue dress but a blue joke - the word blue does not carry the same 
meaning in both). One possible solution offered is to combine work on collocation with 
colligation. While the latter is the study of the abstract (i. e. creating a formula such as 
ad . ective + noun + verb + proposition + noun), the former is the concrete application of 
the latter (i. e. filling in the formula such as clear water trickles down the mountain). 
3.2.2.8 Conclusion to Section 3.2 
It is clear from section 3.2 that the theoretical backgiound to Russia's approach to FL 
teaching has evolved in a distinct manner to that in the West. Just as the entire education 
system was centralised under Communism, it is not surprising that the similar degree of 
central control dominates the FL classroom through the various teaching methodologies 
discussed in this section. Conscious learning typifies this kind of control. It is a long- 
established tradition which has evolved over many decades and theories such as 
Galperids Theory of Mental Acts originate from the methodology. Sections 3.4 and 3.5 
show that the legacy lives on in the form of the Intensive Method and the Milashevich 
Method. However, Russian methodology has not just influenced teaching in Russia 
alone. It has influenced the teaching practices of those countries which were closely 
affiliated to it politically during the Communist period. Section 3.3 deals with 
Suggestopedia which originated in Bulgaria but which drew much of its methodology 
from Russia. In turn Russia was then influenced by the new suggestopedic developments 
emanating from Bulgaria. 
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3.3 Suggestopedia 
In this section, much detail is supplied about a method which is not actually Russian but 
which has strong roots in Russian educational traditions. There was invariably a tradition 
of sharing new theoretical approaches between the former USSR and its satellite states in 
Eastern Europe. This movement worked in both directions. Not surprisingly, it has its 
roots in earlier Russian linguistic and psychological theories as its creator, the Bulgarian 
Lozanov, was influenced by them. The justification for its inclusion lies in the fact that it 
is the method on which the Russian Intensive Method is based. The latter has been used 
widely at UdSU and, in turn, has been the model on which two UdSU teachers have 
produced an UdSU variant. In order to trace the full impact of both Suggestopedia and 
the Intensive Method, it is essential to analyse both in depth. We begin with 
Suggestopedia. before moving on to the Intensive Method and finally the UdSU ýariant of 
the Intensive Method. At each stage in the detailed analysis of the individual 
methodologies, where the Intensive Method is the same as Suggestopedia, reference to 
this is made. Where appropriate and relevant, specific reference will be made to the 
actual Intensive teaching practices witnessed during FL classes at UdSU. 
Generally accepted definitions are that Suggestology is the science of suggestion, while 
in the specific field of pedagogy, this has come to be known as suggestopedy. 
Uncontrolled and insufficiently understood suggestion can occur in any form of 
education and in any communicative act in general but 'organised, purposeful suggestion' 
is given complete prominence in the practice of suggestopedy. Lozanov (1984, p. 1) 
explains suggestion as follows: 
The extension of the personality's freedom to choose is realised through 
the organised utilisation of the paraconscious, contents of the mind which 
give shape and 'volumeness' to the integral conscious-unconscious 
communicative process and may create a disposition favourable for 
tapping the reserve capacities of the personality. 
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The above definition is heavily burdened with terms which are difficult to define. What 
i 
is the 'organised utilisation of the paraconscious? What is the 'shape and volumeness 
given to the integral conscious communicative process? These and many more questions 
need to be answered through a closer examination of the specific characteristics of 
Suggestopedia. 
It is quite obvious that there exists a psychological technique often not comprehended by 
teachers themselves which helps to hold the attention of their students. Teachers can 
exert an influence on the students not only with what they say, but also with the 
intonation of their voices, their smiles, gestures, clothes, movements and their whole 
attitude towards the pupils. According to Lozanov, this influence is applied only in the 
normal waking state. In the process of teaching and learning, besides the problem of 
understanding the material in a given lesson, there is that of memorising and automating 
it. This is where the power of suggestion takes prominence. 
In the field of anatomical and physiological research, Russian science has shown that in 
all probability man uses only 4% of the braies capacities. The other 96% are inactivated 
potentials (Lozanov, 1984, p. 6). In suggestopedic FL learning, courses can vary from 
several lessons a week, to courses of 'whole day' immersion. However the leading factor 
is not the number of lessons but the psychological organisation of the process of 
instruction. Lozanov argues that on average four times more words are given per lesson 
in suggestopedic instruction than in instruction by other methods, with one further 
advantage being the absence of obligatory homework. 
3.3.1 Claims 
On a 24 day course with four lessons per day, Lozanov claims that the following specific 
results can be expected from an ab initio course: 
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(1) The learners assimilate on average more than 90% of the vocabulary which 
comprises 2000 lexical units per course. 
(2) More than 60% of the new vocabulary is used actively and fluently in everyday 
conversation and the rest of the vocabulary is known at translation level. 
(3) The learners speak within the framework of the whole essential grammar. 
(4) Any text can be read. 
(5) The learners can write although making some mistakes. 
(6) The learners may make a few mistakes during speaking but this does not hinder 
communication. 
(7) Pronunciation is fairly satisfactory. 
(8) The learners are not afraid of talking to foreigners who the speak the TL. 
(9) The learners are eager to continue studying the same FL and, if possible, in the same 
way. 
Such claims are difficult to substantiate. They offer a combination of precision (as in 
point 10), imprecision (as in point 5) and the impossible to verify (as in point 9). 
Lozanov has never provided rigorous evidence on which to base his claims. This point of 
criticism is often levelled by Western researchers. Research into the leamer outcomes 
achieved by Western variants of Suggestopedia has confirmed that a higher level of 
learning can be achieved over the same period of time in comparison to a non- 
suggestopedic course but usually the outcomes remain much lower than the claims made 
by Lozanov. 
Bancroft (1999, pp. 55-83 and pp. 229-243) describes two versions of Suggestopedia 
promoted by Lozanov. Suggestopedia I (NovakoVs version) is the original version and 
the one which is said to have influenced Russian educationalists the most. However, 
Suggestopedia 2 (Gateva! s version) is also of value as it shows how the Suggestopedic 
process has been refined since the publication of Suggestopedia 1. Both are analysed 
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below. Where Suggestopedia 2 retains the characteristics of Suggestopedia 1, this is 
i 
indicated. To avoid repetition, the section on Suggestopedia, 2 contains only those details 
which are distinct form the original version. In both cases, the findings will be used later 
in this chapter to compare Suggestopedia to the Intensive Method and its UdSU variant. 
3.3.2 Suggestopedia I 
The six principles of Suggestopedia I are: 
(a) Authority of the Teacher and the Prestige of the Educational Institution. 
It is essential that the student respects the teacher and acknowledges that the latter has 
knowledge to impart to him. There is no room for the student to be critical of the 
academic ability of the teacher, or of the way in which the teacher delive. ýs the material. 
The same principle of prestige applies also to the academic institution in which the 
course is delivered. Without this faith in the academic establishment and the teacher, the 
bond of trust, which is required between the teacher and the learner, would not be strong 
enough to ensure that proper suggestion takes place. The selection of the group is 
important because not everybody is suitable for suggestion. 
It is the teacher's duty to create a joyful, tension-free environment in which the learner 
can gain as much knowledge as possible. While the teacher must have total control, he 
must appear flexible and to a large extent theatrical in the delivery of the dialogues, role 
plays and songs in order to inspire his students with a sense of adventure, change and 
discovery. His authority, combined with a need to be supportive to the students and ready 
to share his experience or knowledge with the students means that the teacher needs to 
convey a sense of 'distant closeness' which will lead him to the teaching goals of the 
method (i. e. to create conditions for an emotional deblockage, freeing the students of any 
oppressive factors and stimulate their progress). It is important that the teacher observes 
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proper and strict ritualization in the structure and organisation of the process of 
instruction. To achieve this, it is imperative that the teacher be trained both theoretically 
and practically in psychology, singing and acting in order to engage the student 'wholly'. 
The teacher, as an authority figure, can be compared to a conductor of an orchestra who 
is meant to establish harmony in actions and intentions. He must have meticulous 
planning with the very first lesson being of particular importance as the relationship of 
trust must be established from the outset. Simultaneously, it is important to retain a 
discreet difference between the teacher and the learner. 
The authority of the teacher and educational institution must extend naturally to the 
textbook as it is the very býsis on which the whole suggestopedic course depends. 
Usually, eight or ten specially written dialogues constitute the framework of the course. 
These tell the story of twelve or fourteen people who are gathered together to participate 
in a humanistic venture of one sort or another. The themes which have been used include 
a congress on Man and Nature', a convention on'Communication between People'and an 
exhibition on 'Contribution to World Civilisation!. Texts should always be rational, 
logical, high in cultural content and reassuring. They should try to bring out the child 
side of the learner. By being long, the dialogues are meant to help the student think that 
language learning is easy. This is an example of positive suggestion, like a kind of self- 
fulfilling prophecy, as the teacher has every confidence in the studenfs ability to learn 
the large quantity of material. It is claimed that students often remember the passages 
from the dialogues word for word weeks later because the texts are evocative, emotional 
and aesthetic. 
By inference, it is clear that Suggestopedia, cannot be used widely at a university such as 
UdSU given that the ESP learners are all obliged to study a foreign language. 
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Furthermore the difficult conditions under which the teachers and student live, work and 
study (as described in Chapter Two) mean that it would be very difficult for most to fulfil 
all the theoretical pre-requisites specified above. 
(b) Infantilization (or Confidence and Spontaneity of the Student). 
What is meant here, is not that the student becomes a child but rather takes on key child- 
like characteristics, namely curiosity, spontaneity, good memorisation skills and 
confidence which in turns means less adult reserve in the classroom and more openness 
to the suggestion. Lozanov (1984, p. 192) calls it a 'selective mental set-up! which helps 
create a play situation during which it is unimportant if the student makes a mistake. 
The student does not act as himself in the class but assumes another role which carries 
more prestige with it. The student is encouraged to act out the role as best he carL 
Throughout the suggestopedic textbook, all twelve to fourteen characters have been 
made attractive in every way. They are intelligent, sensitive, civic-minded, socially 
successful and professionally prominent. During the entire period, each student will play 
the part of one of the characters and is known only as that character to their fellow 
students and their teacher. This 'mask' represents a break from the past and any other 
unsuccessful learning experiences. It allows the students to become something different 
and helps them overcome learning blocks of how their learning is limited in normal FL 
classes. 
In the Intensive classroom at UdSU the above goals have been achieved by entire 
teaching groups but inevitably some learners are able to suspend reality better than other 
more self-conscious learners. In all cases, however, great enjoyment among the learners 
is evident. 
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(c) Double Planeness (the Importance of Appearance of the Classroom, Body 
Language, Tone of Voice and Personality of the Teacher) 
Bancroft (1999, p. 40) writes that the physical and social environment have always 
played a crucial role in Soviet pedagogy which was heavily influenced by the Marxist- 
Leninist view of psychology as posited by Sechenov, Bekterov and Pavlov. They believed 
that both the physical and the social environments affected the unconscious. Lozanov 
was drawn to this and incorporated elements of it into his work. The idea of the 
unnoticed stimuli, he felt, had a profound effect on the learner's ability to absorb and 
memorise the material in a lesson. 
The suggestopedic classroom should be a large, bright room with windows and natural 
daylight, carpeted with twelve comfortable armchairs organised in a semi-circl. e. There is 
a flip chart and a table with stereo equipment. There should be a 'club-like' atmosphere 
which contrasts sharply with a traditional classroom. Pictures on the walls, flowers on 
the table and soft lighting suggest relaxation while comfort and success avoid any 
negative school associations. At no stage, however, was such a room seen at UdSU. 
While an attempt had been made to reduce the formality of the classroom used (such as 
soft armchairs placed in a semi-circle and several colourful posters on the walls), UdSU 
does not have enough money to set up such rooms and retain them for exclusive use in 
Suggestopedic or Intensive teaching. 
Normal body language and facial expressions can send both negative and positive 
messages such as anger, warmth, hostility and acceptance. It is these negative messages 
which the suggestopedic teacher must avoid in a role which can be described as that of 
an actor. The same is also true of the teacher's tone of voice. At UdSU, this is clearly 
practised but only by a small group of teachers who have received full proper Intensive 
training. 
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In contrast to many other methodologies, all suggestopedic situations have been thought 
out to avoid triggering any negative feelings from the students which might turn them 
off. The adventures are all non-threatening, pleasant, humorous and even naive. 
Consequently, there are certain realms of experience which fall outside of this category 
and would therefore never be included in a suggestopedic manual. Some critics may feel 
that Suggestopedia, by avoiding such issues, is not preparing the student for the linguistic 
conflicts in which he will find himself in real life. However, the argument is sustained 
that all such situations and registers are in fact incorporated into the suggestopedic 
manuals but in a suggestopedically non-threatening way. Expressions of anger and 
frustration can be simulated in short sketches (For example, an irate customer in a book 
shop complains about a salesperson who is unwilling to sell him a pair of shoes). This 
technique is meant to shield the student from harsh realities and as a result prevent the 
student from reaching a learning block which is a natural defence reaction to some kind 
of disturbing input. In the UdSU classroom, the intended sense of the dialogues is always 
understood by the learning group, though some learners understand the humour faster 
than others. 
Gold (1985, p. 10) argues that the learning block comes about when the input has come 
up against: 
(a) The critical-logical barrier which can reject the illogical and the disorganised. 
Disorganisation of the story and/or material should be avoided. It takes confidence away 
from the learner as it is difficult to be both distrustful and receptive at the same time. 
(b) The intuitive-affective barrier, 
-which can reject 
the painful and the dangerous. 
Illogicality should be avoided, such as when someone comes in the door, the student 
expects to hear 'hello'. The student feels good because this was predictable in the target 
language. If something else is said, this may bewilder and discourage the student. 
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(c) The ethical barrier which can reject the immoral and the unprincipled. The 'morally 
questionable' must be avoided. There will be jokes and good-natured tricks but never 
anything dishonest. Controversial subjects such as divorce, birth control and sex are 
avoided. 
(d) Rhythm (the Variety of Rhythm incorporated into the Language Class and into 
the Music World) 
Lozanov believes that rhythm has a very positive influence on memorisation. In early 
research, a metronome was used in order to keep in time with a rhythm which was seen 
as conducive to proper suggestion. The regular rhythm helps the student to breathe 
deeply and thus removes any tensions which he may have brought into the classroom. 
During the presentation phase, the text is read to classical music, primarily baroque 
music, due to its calming qualities. Music is used throughout the various stages of the 
lesson and fulfils different functions. At the start of the lesson, the tape recorder is turned 
on and for a few minutes the students are allowed to get into the mood of the stimulating 
music. Then the teacher begins to read the text, following the intonations of the music. 
This 'ceremony' is known as the active concert as the students follow the dialogue which 
can last up to 45 minutes. During this period, the 'spiritually elevating! experience, during 
which every utterance is coded with a certain emotional content has served to inhibit the 
rational, analytical faculties (i. e. the left hand side of the brain) and activate the creative, 
artistic and imaginative functions (i. e. the right hand side of the brain). The UdSU 
practice of the Intensive Method follows this pattern closely. 
(e) Intonation, Pronunciation and Phonetics (the Soft Soothing Voice of the Teacher) 
Lozanov took ideas from the Soviet school of psychology and psychotherapy, especially 
from Platonovs 1959 publication. He believes that the 'word' becomes a stimulus itself, 
81 
Chapter Three 
just like a piece of music. The teacher must pronounce the words with firm authority and 
calm confidence. As he repeats the words or phrases being taught, there is sound 
intensity and accent of meaning which result in a physiological reaction. Three variations 
of tone are available: (i) a normal and declarative tone, (ii) a quiet, soft, ambiguous tone 
(or whispering) both of which offer a subtle influence, and (iii) a domineering, sure tone 
(a loud command which permits no objections). The intonation should be in harmony 
with the music. Lozanov talks of the horizontal intonational swing (when a phrase is 
repeated three times, but each time with a different intonation) and the vertical 
intonational swing (when three phrases are read together but each with a different voice 
level). The issue of intonation is vital in the issue of double-planeness as it can affect the 
student on both a conscious and sub-conscious level, Consequently, the teacher achieves 
communication with the 'whole' student. Whether the intended outcome of týe teachino, 0 
is fully achieved at UdSU is questionable and would require extensive quantitative 
research. Therefore it falls outside of the ramifications of this research. However, the 
quality of the teaching is our focus and once again UdSUs Intensive teachers do follow 
the patterns described earlier in this paragraph. 
(f) Concert Pseudo-Passivity (the Psychological Relaxation associated with the 
Concert Session) 
This is based on Savanna Yoga (literally meaning the 'Corpse Pose') which leads to 
muscle relaxation and which in Lozanovs view facilitates memorisation (Bancroft, 1999, 
p. 46). The suggestopedic goals are best realised when the recipient is totally relaxed. 
The more relaxed he is, the more open he becomes to the power of suggestion as he is 
gaining rest and energy and even increased motivation. Lozanov carried over to 
Suggestopedia 2 the rhythmic yoga breathing. It is built into the second of the three 
phases described below but is less used at UdSU. 
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3.3.3 Suggestopedia 2 
In comparison to S 1, Suggestopedia 2 does not rely on mysticism or hypnosis and there is 
more emphasis on traditional language learning approaches such as granunar, reading 
and translation. There is greater use of arts (music, painting, dancing, theatre) which 
form an integral part of the course. These help to create psychological relaxation which 
enhances learner motivation. In S2, the same six principles are retained but three new 
ones are added. These help the student to overcome the psychological and sociological 
blocks which may be encountered. Bancroft (1999, p. 234) defines the three new 
principles as follows: 
(a) Joy and Absence of Tension 
The removal of stress which blocýs the unconscious allows the student to enjoy learning 
at the same time. However, this should be a goal for all teachers be that in the 
Suggestopedic, Intensive, T? R or the Communicative classroom. 
(b) Unity of the Conscious and the Para-Conscious 
This stresses that both sides of the studenfs brain (i. e. both the creative and the logical or 
learning sides) must be addressed through the classes in order to appeal to the 'whole' 
student and further increase the level of learning. 
(c) Suggestive Link 
Through positive suggestion, the student Nvill learn the material but will need practice 
and reinforcement. 
Details on the practical implications of these three new principles in the classroom are 
limited and therefore it is not possible to analyse them any further for the purposes of this 
research. 
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3.3.4 Structure of a S1 or S2 Course 
A suggestopedic course (regardless of whether it is based on S1 or S2) is highly 
structured. Every new lesson is presented during the second 90 minute session of the day. 
The first session is always a carry over from the previous day, and all new material is 
introduced when the students are already warmed up. The most widely used structure is 
24 days with four lessons per day. The same holds good for suggestopedic courses at 
university where there are few possibilities of changing the curriculum to introduce an 
intensified form of instruction. However, the volume of material taught and assimilated 
will be much larger than the volume usually taught and assimilated in this period of time. 
All the characteristic features of the suggestopedic system of instruction are present in 
the course book. At UdSU the recommended structure cannot always be adhered to 
completely. It is impossible to follow these guidelines during regular timetabled 
university classes. However, teachers who give private lessons to paying students offer a 
three hour session in the evenings when it is possible. Some teachers offer such classes 
several times per week, while others hold their Intensive classes once per week. In both 
cases, but particularly in the last example, we must question the effectiveness of the 
teaching approach because the material learnt by the learners in one class is not 
reinforced quickly enough by the next class, accodring to the theory's principles. 
3.3.5 Page Layout 
Every page of the suggestopedic dialogue is divided into two with the TL text on the 
right hand side and the LI translation on the left in accordance with research which 
reveals that in countries where people read from left to right, the human eye has a 
tendency to focus on the right hand side of the page. Consequently the student's reading 
gravitates towards the TL side of the page with the Ll text for support on the left when 
requirecL 
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3.3.6 Grammar 
While SI placed less emphasis on the role of grammar, the Gateva-led S2 version made a 
further shift in this direction. However, the directions for this area are less proscriptive 
than they are in other areas of the methodology. Hence some suggestopedic manuals 
adopt a traditional sequential approach to grammar, while others are more functional and 
have a more even spread. After every three lessons, a grammar session is often slotted in, 
the purpose being to allow the students to take stock of what they alreadytknow with 
activities following to help clarify the points 
3.3.7 Stages of Lesson 
There are three separate phases to the lesson. These are: 
(1) The Activation Phase 
A student returns to class having read the text twice - once in the evening after one class 
and once in the morning before the next one. The activation phase involves activities and 
games which are fast moving, fun, varied and stimulating Nvith the emphasis on 
communication. Songs and jokes are also used. In total, there might be 10- 12 changes of 
activity but the subject content remains the same, as all activities are grammatically and 
lexically relevant to the theme. 
(2) The Passive Concert 
The curtains may be drawn and the lights dimmed and the chairs are put into a reclining 
position. Music is played for about five minutes with baroque music then for a further 
fifteen to another piece of classical music. This slows down the heartbeat, the body 
temperature drops slightly and the electrical rhythm of the brain waves changes. Lozanov 
calls this state 'pseudo-passiveness'as it is particularly conducive to leaming. The student 
may appear passive but inside there is much internal activity going on. The teacher reads 
the text aloud, giving every utterance meaning. The students are mentally hypersensitive 
and thus hyper-receptive. Therefore, they are able to absorb more than when physically 
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active. At the end of the concert the teacher leaves the room and the students leave 
without talking to their classmates in order to let the text work on in their brains. 
(3) The Adaptation Phase 
The situations, games and activities do not stay as close to the actual text at this stage. 
They constitute an extrapolation of the text, a kind of free stage where students use what 
they have assimilated. As they grow in confidence, so too will the range of vocabulary, 
structures and general ability to communicate freely. The activity range includes (i) aural 
practice where students listen to a cassette and sequence the pieces of text in the correct 
order, (ii) written comprehension where each partner has a different newspaper clipping 
and must help his partner find the right article by description and (iii) written expression 
where the students must create something based on a situation e. g. an advertisement. 
There are some areas of freedom'which allow the teacher to choose the exact timing of 
the sequence. Some teachers, for example, go directly from the active concert into the 
passive concert while others have a question and answer period or give an explanation of 
the text between the concerts. This phase is known as the Decoding Session. 
3.3.8 Conclusion to Section 3.3 
Section 3.3 has shown clear links back to Russian methodological thinking, most notably 
in the area concerning psychology and learning. The very specific claims of the method 
share a similar clarity with Russian methodology and the claims which it makes. This is 
most apparent in the six key principles of SI. The authority of the teacher, for example, 
is unquestionable and therefore requires that the teaching be based around the all- 
knowledgeable expert. 
Suggestopedia contains many absolutist statements. All aspects are seen precisely and 
therefore can be dealt with in a similar fashion. However, the reality of a situation is 
frequently not matched by the more idealistic nature of the theory. The success of the 
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course is dependent on the individuals who both teach using it and learn through it. 
Similarly the course structure and the required room layout cannot be guaranteed within 
a working academic establishment. These issues will remain relevant for the Intensive 
Method but the question must be asked whether their practical implementation can be 
fulfilled at UdSU and if so, to what degree? Section 3.4 seeks to address these key 
questions as our attention now shifts to one of the Russian variants of Suggestopedia. 
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3.4 Intensive Method 
In the following section, we turn to the Intensive Method and analyse it by tracing the 
history and nature of the method since its inception. Where possible, the findings are 
compared directly to Suggestopedia (both SI and S2 variants) and those characteristics 
which are unique to the method are highlighted. The explicit and implicit theory of the 
method is analysed for elements which are influenced by Russian educational traditions. 
Theory and practice are always difficult to unite in constructing a textbook and once the 
theory behind the Intensive Method has been critically analysed, our attention will turn to 
its practical implementation in Ivitskaya, Samarova and Fletcher (1992). This book is 
analysed in detail for two reasons: (i) because it is the only Intensive Method book which 
is used relatively widely throughout UdSU and (ii) there is a need for greater' analysis of 
specific lesson material in order to compare the theory and practice of the Intensive 
Method. 
After our analysis of Ivitskaya, Samarova and Fletcher (1992), it is possible to move on 
to the most relevant section of the material on Suggestopedia and the Intensive Method 
for the purposes of the research question: namely UdSUs practical implementation of the 
Intensive Method theory, in the form of Komeva and Reshetnikova, (1989) can be 
compared and contrasted to the Intensive Method both in terms of its theory and its 
practice, namely Ivitsk-aya, Samarova and Fletcher (1992). Finally the observations and 
findings are evaluated from a Western perspective. 
3.4.1 Background 
When writing about suggestopedia, Felix (1992, p. 45) wrote: 
'Originally, the method was shrouded in mystery since only incomplete 
information was available from Bulgaria! 
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The same description is still applicable to its equivalent method in Russia called the 
Intensive Method as there is a dearth of knowledge about it in the West. Evidently, the 
Intensive Method has its origins in Lozanovs Suggestopedia. Bancroft (1999, p. 265) 
describes the Intensive Method as an adaptation of Suggestopedia I (the Novakov 
version) which has been combined with other elements and renamed 'Intensive 
Teachingý. However, she gives no more details about the method in her booký which is 
extremely wide-ranging in terms of the variants of Suggestopedia. which it covers (Those 
areas covered include Sophrology, Soviet Hypnopedia, the Tornatis Approach, the 
Suzuki Method, Schuster's SALT and Dhoritys ACT). In fact, Bancroft's use of the term 
'other elements' is vague and unsatisfactory for the demands of what the Western 
academic world should know about a method which has enjoyed a great deal of prestige 
throughout various parts of Russia and the former Soviet Republics. 
The distinct lack of clarity in the West about the Intensive Method is exemplified further 
by a vague reference found in Felix (1992, p. 54) when he comments on Baur's (1980) 
work, by implying that the latter 'may be referring to the Russian model of 
Suggestopedia!. Again, this reference is inadequate as it sheds no light on the issue. In 
fact, the Bancroft and Felix comments fail to register the fact that within Russia, there 
are four variants of the suggestopedic method. Galina Kitaigorodskaya (1991a, pp. 9-10) 
who created the Intensive Method with her team of researchers, identified the four 
models of suggestopedia in practice in the Soviet Union in 1991 at an Accelerated 
Learning Conference. They are: 
(1) The system created by L. Gegechkori from Tiblisi in Georgia whose course combines 
suggestopedia with periods of traditional teacher training. 
(2) The system created by L Shechter which is an emotional-semantic system which lasts 
three months. 
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(3) The system created by Petrusinsky called a suggestive-cybemetic system which 
covers several subjects including a language. 
(4) The Intensive Method which has been developed at the Centre for Intensive Foreign 
Languages Instruction at Moscow State University. 
Although these four Russian variants of suggestopedia exist, the aim of this research 
remains an evaluation of the methodologies used at UdSU for teaching English for 
Specific Purposes to non-specialists. Consequently the focus will be on the last of these, 
namely the one which Kitaigorodskaya and her team have disseminated to staff members 
at UdSU. 
3.4.2 History of the Origins of The Intensive Method' 
Suggestopedia. appeared early on in the Soviet Union. Lozanov visited Moscow in 1969 
to introduce his new method and by January of the following year, Kitaigorodskaya went 
to Sofia where she was trained in both theory and practice. On her return to Moscow, she 
formed a team of interested academics from the fields of pedagogics, linguistics and 
psychology and founded the Centre for Intensive Foreign Languages Instruction at the 
Moscow State University. By 1976, the group was running Intensive Method training 
courses for teachers. Kitaigorodskaya, (1991a, p. iv) writes that an institute for the 
Intensive Method was finally opened in 1988. To date, method books have been 
published for teaching in sixteen languages. 
The origins of the term 'Intensive Method' are uncomplicated. Kitaigorodskaya sensed 
that there was public scepticism in the USSR about sub-conscious teaching and 
psychotherapy. By changing the name and subsequently, elements of the original S1 
version, she has claimed that she has made it more acceptable. The new version drew 
from social psychology which was not present in the same sense in SI or even in the 
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revised S2 form. Kitaigorodskaya also chose to draw more elements from 
psycholinguistics, from which Lozanov had originally drawn elements of his theory. 
Similarly, account was also taken of the Soviet tradition of pedagogical psychology and 
teaching methodologies. In essence, therefore, the Intensive method was the Soviet 
version of the Lozanov model, modified to suit the needs and realities of life in the 
country at the time. One particular difference emphasised by Kitaigorodskaya was the 
fact that the Intensive Method was not the Russian equivalent of the American 
Accelerated Learning or SALT programmes. In contrast to the latter, the former involved 
the activation of psychological and creative potentials of the personality. 
Following the political upheaval in Russia in 199 1, the FL needs of the country changed. 
As Russia was opening up to the world, the position of English as a virtual 'dead" 
language, (as described earlier in section 3.2.1) had been metamorphasised into the one 
key language to know for travel anywhere in the world, as well as for use in commerce 
and academic study. The political, social, economic and cultural conditions which have 
existed ever since in Russia have led to a massive increase in demand for English 
language courses both at learner and also at adult level. Within that framework, the 
relevance of having a specific course which can deliver fast and substantial linguistic 
success has been met, at least in part, by the Intensive Method. Most noticeably for the 
purposes of this research, the Intensive Method has been used at Udmurt State 
University. 
Between the period 1979 and 1991, around 2,000 teachers throughout Russia were 
trained in Kitaigorodskaya! s Centre for Intensive Foreign Languages Instruction. Among 
the teachers employed at UdSU, only a few have managed to gain admission to this 
course but no confirmed statistics are provided by the University. It is claimed that there 
is a high level standard in the selection procedure for the two month course, which 
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includes a series of tests and interviews. No further detail is supplied on the exact nature 
i 
of these screenings, although a similar selection procedure exists for learner entry to 
some Intensive courses (See the section 3.4.5.1 for the entrance criteria to courses which 
use Hello Britain). 
3.4.3 Key Characteristics of the Intensive Method 
Kitaigorodskaya presents the Intensive Method in a similar fashion to the way in which 
Lozanov presented Suggestopedia (both the S1 and S2 versions). As was indicated 
throughout section 3.3, the Intensive Method shares areas of strong parallel primarily 
with the original principles of S1. These include the authority and prestige of the teacher 
and the educational institution, infantilisation, double planeness, the use of rhythm, 
intonation of the teacher's voice and the conýert pseudo-passivity with the three phases of 
activation, passive concert and adaptation. 
The influence of SI and Russian education is also apparent in the choice of material used 
in Intensive Method books. The first part of the Intensive Method course, Ignatova 
(1992), is set in the Ll culture where the Russian characters greet their foreign guests. 
Lozanov himself advocated that it is best for the leamer to begin by learning to describe 
what is around him and of practical value. Subsequently, the second book, Ivitskaya, 
Samarova and Fletcher (1992), is taken one stage further and set in an international 
environment which incorporates a visit to the TL country. However, the atmosphere is 
predominantly an international one. 
As stated earlier in section 3.3, there are areas where Kitaigorodskaya extends the detail 
of the original, much of which remains strongly influenced by Russian educational 
traditions and not Suggestopedia. These areas include: 
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(1) As in SI and S2, great prestige is attached to the Intensive Method. Grand statements 
are made, for example that an Intensive Method teacher is not so much trained as born to 
be one because the method requires a special type of personality (Kitaigorodskaya, 
199 1 a, p. 4 1). In total there are thirty-two qualities listed which Kitaigorodskaya believes 
an Intensive Method teacher must possess. These range from 'love and devotion to the 
learners and teachingý to 'mental stability' and from 'artistic talent' to a 'knowledge of 
psychology, physiology and sociology'. Such grand statements are characteristic of 
Russian educational claims. Without the rigour of putting the theory to the test in order 
to provided substantiated evidence, as is the tradition in the West, it is difficult to support 
such claims. Kitaigorodskaya (199 1 a, p. 10) pre-empts such criticisms by putting forward 
the argument that an outside visitor who is untrained in the Intensive Method and who 
visits a lesson, will find it difficult to comprehend the strategy employed by. the Intensive 
teacher. Her response to such a critic is: 
He or she will find it difficult to see through the teacher's intentions, as 
what he or she sees seems sheer improvisation to him. It may seem 
paradox but the more competent the teacher, the more improvised his/her 
lessons look to the visitor. 
However no firm evidence exists to support Kitaigorodskaya! s claims. She is not alone in 
this capacity. She is merely following the pattern set by her mentor, Lozanov. 
(2) Evidently, the teacher has a prestigious role in the Intensive classroom. However, in a 
break with the Soviet educational tradition of being a dogmatic instructor and following 
the collective approach to teaching, the Intensive teacher must develop a more individual 
response to the needs of the teaching group in his care in order to resolve their problems. 
While these strategies may seem unoriginal in the West, such pronouncements were at 
the time and in many respects still are ground-breaking, as Kitaigorodskaya was 
attempting to establish a new direction for foreign language teaching in the USSR- She 
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identifies three roles for the Intensive teacher using language which conve sa different 
Iy 
message to that posited by Lozanov in SI and S2. These are: 
(a) The teacher is a source of information for the learners and also a kind of scriptwriter, 
director and producer for the scenes which are acted out by the learners as well as an 
actor who must act out the dialogue in the concert phase. 
(b) The teacher is an organiser of all levels of communication within the group which 
involves initiating, sustaining and concluding the group communication and eventually 
the role changes from the role of the teacher with superior knowledge to that of an equal 
partner among the participants. 
(c) The teacher is a model of social, moral and ethical correctness in terms of behaviour 
and an example of linguistic competence which the learners can strive to reach. 
(3) In the Intensive Method, the notion of educational communication is highlighted 
through the five key principles of Intensive teaching and learning which differ in 
emphasis from those of Suggestopedia: 
(a) Person-Centred Communication 
Conditions are created so that the learner's attitude to the subject can be formed through 
the relationships established between the teacher and the learners. The hypothesis states 
that everybody communicates with everybody else. This incorporates communication at 
the levels of teacher-leamer, learner-leamer, teacher-group and leamer-group. The 
personality of the learner is important as active participation in the group as well as 
emotional involvement are pre-requisites for successful leaming. As in Suggestopedia, 
the optimum number of learners in one group is twelve to fourteen and of mixed 
composition with chairs arranged in a semi-circle to enable more open communication. 
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(b) Role-Playing in TeachingMaterials and Procedure 
In all tasks, learners should be motivated through the role playing (i. e. communicative 
learning and playing). The role plays should be relevant to the intellectual level of the 
learners and give social roles to the learners. Rather than teach isolated communicative 
scenes which are not incorporated directly into a unified, singularly-directed sequence of 
inter-related natural events, (a criticism levelled by Russian educationalists against the 
approach adopted by many Western. textbooks), the Intensive Method attempts to 
approach the idea of role-play in a gestaltist-like manner. Each long polylogue (note that 
use of the word'Iessorf is avoided in the Intensive Method) cycle contains between 7-10 
micro-cycles which are intended to lead naturally one from each other. The continuity is 
further enhanced by the character assignment which takes place at the start of the entire 
course when the learner is given a new role. Thfs mask stays on the learner during the 
entire course and any creative role-playing is carried out under the same guise. 
Kitaigorodskaya uses the tenn'real life-situations'to define the nature of the role-playing. 
Later analysis in section 3.4.5.3 will challenge this claim. 
(c) Collective Communication Through Team Work 
This is the principle on which the Intensive Method is based. The organisation of group 
actions lead to the inner mobilisation of the learners. The importance of team work has 
its origins in Soviet socio-psychology, psychotherapy and pedagogy. In many ways its 
emphasis here marks a return to the Vygotsky school which advocated the importance of 
the role of the group collective. Basically, it denotes that the leamer learns not only from 
the teacher but through group dynamics by communicating to and with the group at both 
a conscious and an unconscious level. Kitaigorodskaya identifies three key benefits in the 
use of team work. First the leamer gains knowledge and improves speech production 
through participation in discussion. Second, through inter-personal contact, the learner 
fosters 'friendly and ethical relationships' and third, the learrier's progress is closely 
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linked to the progress made by the fellow group members who are_ dependent on each 
other. 
There are different forms of team work including (i) individual group work i. e. the 
individual in the teacher role with the group, (ii) pair work (Diada) and (iii) rotating pairs 
(which focuses on the first and second persons singular), (iv) working in groups of three 
(which focuses on the third person singular) and (v) larger sub-groups (but this is limited 
in its usage because only a few learners can communicate at any one time). While the 
same terms are also used in the West, the specific application of the above focuses on 
collective forms of co-operation between all the participants on the course which has an 
echo of socialist tendencies as reflected in all sections of Soviet society. 
Vorotsova is a pupil of the Kitaigorodskaya School who works in the French Section of 
the Faculty of Romance and Germanic Philology at UdSU. She has published Intensive 
Method French language textbooks for use in schools throughout Russia. In interviews 
she has stated that she believes that with a 500 word morphology, oral communication 
begins to stabilise and that pronunciation follows soon after. Leamers should be taught 
25-30 hours without writing, concentrating on oral work and aural comprehension: 
thereafter they learn reading and writing. The problem which Russian learners of English 
face when learning is that of the Roman alphabet but with the Intensive Method the key 
is to ignore the alphabet at the start. After about twenty-five hours the learner knows 
enough language to make it easier to work with the Roman Alphabet because the hours 
of1contact have already removed any sense of alienation. 
(d) Concentrated Teaching Materials and Procedure 
Through active learning it is claimed that large amounts of material can be absorbed by 
the learner, up to 5,000 words per course (a similar figure to that put for"-ard by 
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Lozanov). Kitaigorodskaya describes a three step model for, acquiring oral and written 
skills, based on (i) Synthesis 1, (ii) Analysis and (iii) Synthesis 2. Synthesis I implies the 
forming of 'communicative nucleus prioritV with oral communication on a relatively 
simple level for which between 800 and 1,200 lexical units are needed. The Elementary 
Level is mostly in the oral form without any texts (i. e. just dialogues and listening 
comprehensions). Thus the leamer acquires language but does not understand what all 
the structures and words mean. Analysis has less material than Synthesis I but is in 
principle the same (i. e. a lot of new material). This stage is necessary to achieve the 
transition from reproduction to situational variety and active production. Synthesis 2 
occurs when a further substantial number of lexical items are introduced but almost new 
grammar material. These words can then be fitted into the models acquired in the 
analysis stage. 
(e) Poly- or Multi-Functionality of the Exercises 
Kitaigorodskaya, (1991a, pp. 6 and 23) explains that every communicative task solves 
several aims at one time in a hierarchical sequence for every level of teaching. 
Communicative training, for example, uses grammar, vocabulary and phonetics. In fact, 
each Intensive Method book is a cycle and within each cycle there is a series of micro- 
cycles which include the core text (polylogue), additional texts (samples of writing), 
language commentary, homework, poems, songs and funny stories. The recommended 
break-down of time allocation within the micro-cycle is 2 hours for the introduction of 
material, 6-8 hours of training to communicate and 24 hours for authentic 
communication. 
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3.4.4 Comparisons with Western Theory and Key Criticisms of the Intensive 
k 
Method 
There are findings which reveal close correlation between elements of Western 
methodology and the Intensive Method and simultaneously areas which show a clear 
contrast. The eight key points are: 
(1) The use of mnemonics and psychology resembles aspects of the Behaviourist habit 
learning theory. Both approaches aim to assist the TL leamer in retaining and activating 
the TL taught through controlling of the learning experiences. 
(2) The child-like state is also present in the Silent Way. The security which 
infantilisation gives in the Intensive Method contains aspects of the SARD principles in 
Community Language Learning. A learner who feels secure in his learning environment 
is disposed to more effective learning' 
(3) Total Physical Response also seeks to create a stress-free environment by activating 
the right-hand side of the brain through movement. The Intensive Method tries to achieve 
proper suggestion through relaxing music. 
(4) The Intensive principle of concentrated teaching results in the TL forming the basis 
of all classroom communication between all participants, corresponds to what Howatt 
(1984, p. 279) describes in Communicative Language Teaching as 'using English to learn 
it'. The TL is used to maximum potential at all times in the classroom to produce better 
understanding and communication. 
(5) The Intensive Method principles are strikingly similar to five of the six stages of the 
Oral Approach and Situational Language Learning: (i) The material is taught orally, (ii) 
The TL is the only language of the classroom, (iii) Any new language points are 
introduced and practised in context, (iv) There is a high degree of selection of the TL 
lexical items to be taught through the construct of the polylogue, (vi) Reading and 
writing are introduced at a later stage when the leamer has gained a sufficient lexical and 
grammatical basis. The only stage not followed is: (v) The graded sequence of 
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grammatical items in the TL. This observation is supported by Vorotsova (Interviewed at 
UdSU in April 1997) who believes that the chapter system of the Intensive textbook does 
not need to be followed as each unit is self-contained. Learners can go beyond the natural 
sequenced order of learning TL grammar and simulate the texts into their heads because 
the message is the most important aspect of communication. 
(6) Similarities concerning the, Intensive Method extend to Krashees definition of 
Language Acquisition in the Natural Approach, but only to a certain degree. There is sub- 
conscious acquisition of the TL in both the Intensive Method and the Natural Approach, 
but thereafter, the similarities end. On one hand, the Natural Approach seeks to allow 
acquisition to occur naturally in a similar fashion to a child acquiring its Ll. The 
knowledge required to manipulate the language properly is implicit. Formal teaching 
does not help in this process. In contrast, the Intensive Method seeks. to teach the TL 
naturally but in an artificial environment in which reality is suspended through 
infantilisation. The method can only be successful if the learners in the teaching group 
comply fully with the requirements of the method and allow themselves to act child-like. 
Furthermore, the method is dependent on the Intensive teacher and the use of key 
teaching strategies. 
(7) In the Intensive Method, the learning environment is crucial to the successful transfer 
of knowledge from the teacher to the leamer but cultural competence in the TL is less 
important and can lead to echolalic speech. While the method teaches the learner what to 
say, it fails to teach him when and how to say it. Socio-linguistic competence can assist 
in this goal of proper communication but is clearly neglected by the Intensive Method. 
Not even the compromise offered by the Intercultural Method is feasible at present using 
the method books in existence. 
(8) When compared to Krashees Monitor Hypothesis, the Intensive Method creates a 
'monitor under-userwho develops a feel for what is right in the TL. The Intensive leamer 
is meant to be capable of more complex discourse at an early stage which is the sixth and 
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final stage of Krashen's Principles of the Natural ý'pproach. Therefore, the Intensive 
I 
Method does not comply with the Natural Approacifs 'i +V theory. By inference, it is 
evident that the structural foundation of the Intensive learner's TL knowledge is not 
secure, though he may have a greater degree of communicative competence. 
3.4.5 Ivitskaya, Samarova and Fletcher (1992) 
There is always a difference between theory and practice in the development of 
methodology. With the publication of Ivitskaya, Samarova and Fletcher (1992) and its 
subsequent usage at UdSU, a great opportunity has presented itself for closer 
investigation of the methodology. The aim of this section is to explore the relationship 
between theory and practical implementation of that theory in a method textbook. In 
Russian terms, Ivitskaya, Samarova and Fletcher (1992) is unique as a course book for 
one key reason: it is more structured and organised than any other Russian publication 
found at UdSU, given that it comprises three books, including the Course Book, the 
Leamer's Work Book and the Teacher's Book. They provide more practical detail than is 
present in Kitaigorodskaya! s writing. Each of the three books is dealt with individually 
below. 
3.4.5.1 Teacher's Book 
The Teacher's Book contains the following features: 
(1) A methodological introduction or support for teachers of the Intensive Method. 
Ivitskaya, Samarova and Fletcher (1992) state that Hello Britain is designed to be used 
with learners who already have 2,500 lexical items and related grammar. It follows on 
from the first cycle of Ignatova's method book (1992). There is a cyclical organisation of 
the teaching approaches. Within one unit, the introduction (Synthesis 1) lasts 2 hours, the 
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training (Analysis) 6-8 hours and the practice of communication (Synthesis 2) 2-4 hours. 
The development of skills follows the order of speaking, listening, reading and writing. 
(2) A guide to the structure of the entire course, including its aims, the life histories of 
the characters, advice on how to teach the grammar, lexis and phonology. 
(3) An Entrance Test (see Appendix 9). 
In order for an individual to gain access to the group, the leamer needs to pass a 
psychological test in the presence of a teacher and a psychologist. No further information 
is provided on this aspect. Next, the prospective candidate must sit a language test. The 
test contains grammar, multiple choice, translation from the TL to the LI, a text for 
reading, thirty sentences with tenses, articles, countables, un- nouns, comparatives, 
passives, time clauses, subjunctives and the complex objects. In total, the test lasts 30-40 
minutes. The reading text contains a joke_ and the candidate must understand the humour 
and explain it during a period of seven minutes and 260 words. During that time, the 
teacher should look through the examination paper in order to ascertain the level of 
ability of that candidate. To be successful, the candidate should not score less than 19 out 
of 20 in the test. 
(4) Syllabus-styled tables of content with detailed individual listings indicate the 
subsequent areas: topics, grammar, syntax, functions, word formation, idioms, clich6s, 
set phrases, speech patterns, and phonetics (see Appendix 10). 
(5) Tables about key grammar points. 
(6) Tests for assessment at the end of each unit. 
(7) A final surnmative test based on a random selection of the entire contents of the 
course book. 
There are substantial similarities between the key aims of the Intensive Method as listed 
in the Ivitskaya, Samarova and Fletcher (1992) Teacher's Book and those specified by 
Lozanov. These aims reflect simultaneously key characteristics of the traditional Russian 
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approach to educational theory, as pointed out by Ter-Minasova (1996a, p. 11), namely (i) 
those of depth, thoroughness and perfection, (ii) the notion of teaching everything and 
(iii) providing a solid theoretical basis in lexicology and socio-linguistics. The aims of 
the Ivitskaya, Samarova and Fletcher (1992) Course Book, listed below, elucidate these 
points clearly: 
(a) Mastering speaking skills in a social-cultural sphere and forming speech in the social- 
political sphere. 
(b) Forming the skills of being able to argue in monological speech. 
(c) Develop interactive skills in the above areas. 
(d) Forming skills to understand gist and details, scheming authentic materials. 
(e) Understanding gist and details while listening. 
(f) Acquiring up to 3,000 new words. 
(g) Understanding derivatives for writing and speaking English. 
(h) Learning formulas of speech etiquette. 
(i) Mastering grammatical structures and syntax typical for oral and written English at a 
profound level. 
0) Forming skills for pieces of work and translating scientific texts. 
(k) Mastering writing skills. 
Similar to Lozanovs goals in Suggestopedia, the success of the above aims is difficult for 
any researcher to quantify because of their open-ended wording. Interestingly, the upper 
limit of learning potential is stated in (f) at 'up to 3,000 words' but there is no specified 
minimum threshold. Nevertheless, the intended outcome goals, which the leamer should 
have acquired, give further detail. These include: 
(i) Solve communicative tasks in social-cultural and social-political spheres. 
(ii) Give opinions and views or attitude to questions or problems. 
(iii) Build up a monologue of not less than 10- 15 sentences. 
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(iv) Make a well-prepared or spontaneous speech. 
(v) Read for gist or details (scheme and scar) authentic texts at 400450 signs per minute 
with not less than 70% understood. 
(vi) Listen for gist or details using authentic texts at 400450 signs per minute with 70% 
to 80% understood. 
(vii) Understand unknown words by knowing the roots of the words and if necessary 
knowing how to build up from the root. 
(viii) Write a letter or summary to annotate or summarise listening or reading material. 
In (iii), (v) and (vi) a minimum is specified this time but again the authors have never 
published research to support these claims. Consequently scepticism exists among 
Westem researchers about the validity of such claims. 
3.4.5.2 Course Book 
The Ivitskaya, Samarova. and Fletcher (1992) Course Book contains eight units of 
unequal length, ranging from 15 to 28 pages. Within each unit there are five distinct 
sections which recur throughout. Their titles reflect the innocent child-like security (in 
suggestopedic terms, read infantilisation) which the method seeks to create as well as 
conveying a sense of being the all-knowledgeable (The latter is a goal of Suggestopedia 
also). The five sections are: 
(a) The Polylogues 
Some of these are up to one-third longer than others. There are 49 half lines of dialogue 
per page and the length of individual speeches ranges from a few words to a maximum of 
seven lines. The polylogues introduce most of the new lexical and grammatical items. 
The identities (names, occupations, places) are camouflaged pronunciation exercises, 
each identity representing one particular sound. Hence the learners are constantly 
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working on sound when they introduce themselves or another character in the group.. In 
all cases, the views and actions of the characters are definite and often predictable which 
makes the sequence of events easy to follow for the learner and provides him with 
reassurance and confidence. The setting of the opening polylogue is on a cruise liner, 
called Moby Dick. which is described as 'a good looking holiday ship with modem 
facilities'. It is located in Istanbul at Pier 5 and it will head to Venezuela via ports in 
Europe and Africa although the majority of the polylogues are set in the United 
Kingdom. The action moves on at a fast and consequently superficial pace with the result 
that the learner has no time to become bored. A constant interested state is a prerequisite 
for the Intensive Method. Humour is also mixed with serious issues. For example in unit 
six, the issue of drugs in sport is dealt with alongside the humour of the commentary of 
the fdotball match (see section 3.4.5.3 for a detailed specific analysis). 
(b) Mr. Encyclopaedia who is described as an old and wise English man. There is 
nothing that he does not know and he is good at explaining things, for example different 
cultural aspects. In this section the learner is addressed informally but directly, for 
example No doubt yoLive noticed'. 
(c) ýArs Rights' Guest House. ýArs Right is described as a charming elderly lady who 
keeps a guest house and who tells her guests many things. Her favourite topic is grammar 
and nobody can equal her. The learner is advised not to hesitate in turning to her if they 
are in difficulty as she will always help the learner. 
(d) Fascinating World of Words offers the learner a chance to build words through the 
use of suffixes and prefixes and putting nouns, adjectives or prepositions together in 
different combinations to produce new longer words. 
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(e) Mrs Extra! s Shopping Basket provides supplementary reading material. It is doubtful 
I 
that all the text would be used in the classroom so they serve the course in a support role. 
The repeated structure portrays a sense of continuity and familiarity on which the learner 
can come to rely and the use of names is consistent with the attempt to make the learning 
process more personal and simultaneously create a child-like learning environment. After 
the final unit, there is a nine page section of songs. There are designated songs which are 
to be used alongside the material contained in each relevant unit. These serve both to 
reinforce material covered in the individual sections of each chapter and to increase the 
enjoyment of the learning experience. At UdSU the tradition is to use the tunes of 
familiar Russian folk songs to these words. 
3.4.5.3 Analysis of the Polylogues 
In the Analysis 2 phase of the Intensive Method, much of the polylogue is recycled in the 
games and role plays which help to consolidate the practical usage of the polylogue in 
communication. In the classroom, this leads to comfort from familiarity, and to a certain 
degree of predictability of what a learner's, masked character will do and say in the 
creative open-ended dialogues. There is a consistent and even distribution of the different 
sections in Ivitskaya, Samarova and Fletcher (1992) running throughout the book, as can 
be seen in Table 7 below 
Table 7 
Table Showing the Distribution of the Subsections Within Each Chapter 
of Ivitskaya, Samarova and Fletcher (1992) 
Unit Total pages Polyl ue Mr Encyclope dia Mrs Right World of Words Mrs Extra No. of Songs 
1 25 6 0.6 1.3 0.5 16.5 3 
2 21 5 1.25 0.5 0.5 13.5 2 
3 28 5.3 1 1.6 1 0.3 19 3 
4 24 1 1.5 0.6 16 
5 20 5.5 1.25 2.25 0.5 10 2 
6 22 5 1 1.25 0.25 1 14 2 
7 15 4.5 0.5 1 0 0.5 9.5 1 
8 15 5_ 0.5 0.25 0.13 9 1 
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In every unit there is a polylogue with five to ten micro-situations which are connected 
with one idea or theme. For the purposes of this research, Unit Six has been selected for 
closer analysis as it contains the key characteristics of all the polylogues (see Appendix 
II for a reading copy). It has been analysed under the following two headings: (1) 
References to Prestige; (2) Discourse (the distribution and length of the speech turns of 
the different characters and the nature of the turns). By focusing on both aspects we can 
ascertain the degree to which the theory behind the Intensive Method has been 
implemented. 
(1) References to Prestige 
Such references are achieved through a combination of individual words and expressions 
and also at times through the actions and'notions of the characters or others mentioned. 
The references are well spread throughout the polylogues and also among the various 
characters. The choice of words conveys a sense of prestige in the areas of educational 
establishments (? rep school' and 'Eton' - see Section 1, Turn 6), educational 
qualifications (He's a highly qualified computer analyst! - Section 2, Turn 3, and 'your 
references are excellent! - Section 2, Turn), sporting excellence ('Surrey won the South 
East England Championship in ladies' fencing, golf, netball, soccer, rugby and something 
else' - Section 3, Turn 3), professions, ('I wonder how you manage to keep the nursing 
profession prestigious? ' - Section 6, Turn 4), knowledge about injuries (Section 4, Turn 
15), culture (Section 6, Turn 2- reference to Shakespeare) and health ('I'm on top form' - 
Section 5, Turn 9). In order to gain knowledge from this approach, the learner must pass 
beyond the critical-logical barrier by allowing himself to become more infant-like, in the 
sense of adopting a naivity which does not apply an adult-like logic. 
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(2) Discourse (For extended details on the methodology used consult Appendix 18) 
A speech turn implies a single uninterrupted contribution by a character in conversation. 
The number of words spoken per turn has been counted and their totals appear in Tables 
8 and 9 below. The mean length of a turn is 19 words but there is high concentration of 
shorter turns throughout the polylogue. 36% of the 80 turns contain between 1-10 words 
(with 10% of those turns comprising of 5 words or under), with a further 29% containing 
between 11-20 words and 24% of turns have 21-30 words. Only 11% of all turns are 
longer than 30 words. These figures would suggest that the polylogue imitates real-life 
conversation closely, however, the distribution of speech turns emits a sense of 
artificiality on several levels. These include prerequisites for the Intensive Method, such 
as misunderstanding (In the opening two scenes, the Admissions Tutor mistakes Alistair 
McAndrews for an entrance student at the university), characters not always listening to 
what each other says or not taking cognisance of what the previous speaker has said (See 
Section Seven of Polylogue Six in particular when there is a so-called group discussion 
on the issue of drug abuse) and exaggeration (In Scene Five, Bert Murphy wants to see if 
the pills offered Greg Terekhov have any side effects after he had hurt his leg). On 
another level however the characters exude a confidence which allows them to interact 
with each other, express opinions and ideas, tell each other off in a way which fulfils the 
requirements of ethnocentricity in TL material. 
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Table 8 
Table Showing the Length of Turns in Nnit 6 
of Ivitskaya, Samarova and Fletcher (1992) (Part One) 
WordsPerTum Parti Part2 Part3 Part4 Part5 PartG Part7 Total No. OfTurnsl Total No. of Words 
1 0 0 
2 2 3 6 
3 1 1 3 
4 1 2 3 12 
5 1 5 
6 3 3 18 
7 2 1 2 5 35 
8 1 2 1 1 1 6 48 
9 1 1 1 4 36 
2 1 3 30 
1 2 22 
12 2 2 24 
13 1 13 
14 1 3 42 
1 2 30 
16 1 3 48 
17 1 17 
18 2 2 36 
19 41 76 
20 3 60 
21 3 63 
22 2 44 
23 1 23 
24 2 48 
25 1 25 
26 1 3 78 
27 2 54 
28 0 0 
29 1 1 29 
30 3 141 120 
31 1 77 1 31 
See next pagefor Part Two 
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Table 9 
Table Showing the Length of Turns in Unit 6 
of Ivitskaya, Samarova and Fletcher (1992) (Part Two) 
Words Per Tum Put I Part 4 Part 5 Tota[No. OfTums Total No. of Words 
32 0 0 
33 0 0 
34 0 0 
35 1 35 
36 0 0 
37 0 0 
38 38 
39 39 
40 40 
41 0 0 
42 0 0 
43 1 43 
0 0 
45 0 0 
46 1 46 
47 0 0 
48 1 48 
49 0 0 
50 0 0 
51 0 0 
52 0 0 
53 0 0 
64 0 0 
1 5s 0 0 
56 0 0 
67 0 0 
68 1 58 
0 0 
60 0 0 
61 00 
62 00 
63 00 
64 1 64 
Total 80 1487 
Given that the purpose of the Intensive Method is to allow 12-14 learners to achieve a 
speedy mastering of the TL through the new character identity given to each in the group, 
it should be assumed that there is a fairly even distribution of dialogue turns for all 
characters within the group. Tables 10 and II below show the distribution of turns per 
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character- and the number of words spoken by each in the same polylogue. An analysis of 
these findings follows the tables. 
Table 10 
Table Showing the Number of Turns per Speaker in Unit 6 of ft Ivitskaya, Samarova and Fletcher (1992) 
Ispeaker Part I Part 2 Part 3 Part Part 5 Part 6 Part 7 Total Turns 
jAlistair McAndrew 6 6 12 
1 Barbara Schaden I 2 2 
bert Murphy 2 2 2 6 
EChristine Lydney 1 1 
! Elaine Twain t 2 1 3 
, Eliza Crighton 4 
IGeorge Hawk 2 T 3 
; Gregory Terekhov 2 2 1 7 
oe Home 5 6 
iLarry Faraday 
lPeter Eden 
ýRobert Rostan 
ITour Guide 0 
Doctor 2 
_2 
, Secretary !A 
missions Tutor 7 3 1 19 
BIR 
: Everyone 
7Student 
Voice 
iPost-graduate 
Under-graduate 
! Another Student 
Group 
LH i2 
ITotal 80 
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Table 11 
Tab! e Showing the Distribution of the number of words spoken by each Speaker in 
Unit 6 of Ivitskaya, Samarova and Fletcher (1992) 
Speaker Part I Part 2 Part 3 Part 4 Part 5 Part 6 Part 7 Total Words 0% 
Alistair McAndrew 28 49 77 5.17 
Barbara Schaden 19 ý 1 19 1.27 
lBert Murphy 78 - 7.3 46 197 13.24 1 
IChristine Lydney 20 20 1.34 
baine Twain 30 1 72 4.84 
'Eliza Criahton 4 24 10 8 46 3.09 
IGeorge Hawk 8 21 29 1.95 
Gregory Terekhov 22 40 30 27 119 8 
IJoe Home 1 8 1 110 1 118 7.93 
; Larry Faraday 21 21 1.41 
! Peter Eden 8 16 24 1.61 
iRobert Rostan i 0 0 
ITour Guide 0 0 
I jDoctor 99 - 99 6.65 
ýSecretary 7 7 0.47 
! Admissio s Tutor 84 1 176 96 65 1 29 450 30.26 1 
BR 17 17 1.14 
Everyone 2 2 0.13 
ýStudent 40 40 2.68 
Ivoice 5 5 0.33 
Post-graduate 26 26 1 1.74 
yncler-gracluýte 
- 
19 19 1.27 
Another Student, - is 18 1.21 
! 
Group 15 15 1 
IH 23 17 40 
1 i 1 i - , Total Ii IiII i i i 1480 ý7740= 
From Tables 10 and 11, the following conclusions can be drawn: 
(a) The distribution of turns is uneven, both within a scene and across the entire 
polylogue. Only three characters speak in Part 1, compared to eight in Part 4. In Part 4, 
two characters contribute only once, five contribute twice but only one speaks more than 
twice (Joe Home, five times). 
(b) One of the twelve principle characters, Alistair McAndrew has twelve turns (15% of 
all turns in the entire polylogue) in the opening two scenes and then does not say 
anything throughout the remainder of the polylogue. In contrast, Robert Rostan does not 
contribute a single word throughout the entire polylogue. 
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(c) The most turns are spoken by a character, who only appears within this polylogue and 
nowhere else in the entire book, namely the Admissions Tutor (24% of all turns or 30% 
of all words spoken). 
(d) Six turns (8% of all turns) are spoken by characters who only speak once each 
throughout not only this but all the polylogues. 
(e) There are no turns of one word in length, such as 'yes', 'no' and 'hP. These three 
examples are commonly used in everyday speech. Their absence here is evidence of an 
unnatural level of discourse. 
The implications of these findings have important ramifications in the Intensive Method 
classroom. First, it is accepted that it is impossible to provide an even distribution of 
turns fot all twelve protagonists in each polylogue, but there is a clear imbalance in the 
distribution of turns. Just two characters (the Admissions Tutor and Alistair McAndrews) 
speak 39% of all turns while four characters speak only 8% of the same. Added to the 
latter is the fact that one further character actually contributes nothing in this polylogue 
(Robert Rostan). Second, the necessity for introducing new characters only once in a 
polylogue is questionable. Why, for example, could some of the twelve characters, who 
have said little or nothing in the polylogue thus far, not have spoken? In this way, there 
would have been a more even distribution of turns among the group of learners following 
the book. Instead, some learners in the group have less active participation than others in 
this polylogue. This calls into question the validity of the Intensive theory which suggests 
that all learners in the group have parity of importance and relevance to the group. 
3.4.5.4 Learners' Guide 
The purposes of this guide are self-evident. First, it provides supplementary material for 
the teacher to support the learning process of the classroom, primarily in the skills of 
reading and writing. Its function can be termed Analysis 2, as described in 
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Kitaigorodskaya! s theoretical writings. The material itself serves the role of 
differentiation in two ways: (i) support material for those learners who need extra 
practice and (ii) extension work for those who want to expand their knowledge base 
beyond that offered in the main course book. Second, it encourages individual or 
autonomous learning. The provision of the answers to the activities at the back of the 
book confirms this finding. 
The material in Unit Six in the Leamers' Guide covers nine pages with six sub-sections 
These sections are called (with the abbreviated forms used in Table 12 below in 
brackets): 
(1) 'For Grammarholics'(GR) which contains four pages and seven questions and deals 
with the grammar highlighted in the syllabus using the topics covered in the polylogue. 
(2) 'What's in a wordT (WIAW) which contains one and a half pages and four questions. 
Activities include describing words for a partner in a game, looking up words in a 
dictionary, paraphrasing and sequencing sentences to make a story. 
(3) Toreigners always spell better than they write' (FASBTTW) which covers half a page 
and contains two questions. Both deal with pronunciation, the first using the letters of the 
phonetic alphabet to assist with pronunciation and the second exercise offers further 
practice through tongue-twisters. 
(4) 'What will the English sayT (WWTES) which covers half a page and contains one 
question. It deals with ethnomethodological conversational phrases which should be used 
in certain circumstances. 
(5) 'Rack your brain' (RYB) which covers one page and contains one question with three 
similar sub-sections, concerning word families (nouns, adjectives, verb and adverbs) 
(6)'Writees comer(WC) which covers one page and contains three questions. The topics 
are based on the vocabulary of the polylogue and the exercises which follow it in the 
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textbook, therefore serving ai re-enforcement. The activities range from writing notes to 
letters. 
Table 12 
Table Showing the Distribution of the Subsections in Unit 6 
of Ivitskaya, Samarova and Fletcher (1992) 
Unit Total pages GR WIAW FASBTTW WWTES RYB I WC 
1 12 5.25 1.75 1 1.25 21 0.5 
2 11 1.5 3.5 1 3.5 0.25 1 
3 10 2.3 4.6 1 0.5 0.5 1 
4 8 2.6 2.3 1 0.5 0.6 0.6 
5 5 2.5' 1.5 -0.3 0 0 0.6 
_6 
9 4 1.5 1 0.5 1 1 
_7 
4 2 0.5 0.5 0 0 - 0.6 
8 8 0.3 1.5 1 1.5 1 0.5 10.5 1.5 
3.4.5.5 UdSU's Practical Usage of Ivitskaya, Samarova and Fletcher (1992) 
Ivitskaya, Samarova. and Fletcher (1992) is used by a group of ten FLSP teachers in five 
'host! faculties at UdSU. There is no selection process of the students who are taught the 
course, nor is there an Entrance Examination. Sections of the course book are used in 
combination with other teaching methodologies in a weekly teaching cycle. Some 
teachers use the material in private lessons but the gaps between the lessons are too long 
to comply with Intensive Method theory. Therefore the approach does not adhere 
completely to the rigor described in the Intensive theoretical writings. Furthermore the 
material in Ivitskaya, Samarova and Fletcher (1992) contains General English and cannot 
provide the ESP material which the FLSP teachers are supposed to use. In addition, the 
FLSP class size is less than the ten to twelve leamers specified in Kitaigorodskaya! s 
theoretical writings. 
3.4.6 Korneva and Reshetnikova (1989) - The UdSU Variant 
Nowhere in Komeva and Reshetnikova (1989) does it actually state explicitly that the 
book follows the Intensive Method or the teachings of Kitaigorodskaya. Nevertheless, 
there are several key pieces of information which, when combined, provide substantial 
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evidence to support the view that the book is in fact an UdSU attempt to produce an 
Intensive Method variant. As with the Milashevich Method, not only was the Intensive 
Method adopted by some teachers in the 1980's, but those working in the Faculty of Law 
have tried to revise the method for their own individual purposes at UdSU The sections 
below analyse the material in Komeva and Reshetnikova (1989) in a similar way to 
Ivitskaya, Samarova and Fletcher (1992) in order to test the above hypothesis. 
Korneva and Reshetnikova (1989) contains no stated aims or objectives. Its TL culture is 
set in the United Kingdom. The subtitle to the book uses the word 3KcnepHmeHTaiMHEJR 
(i. e. experimental) in its description of the material and methodology of the book. This 
suggests strongly that the book represents an UdSU attempt to produce an ESP variant of 
the Intensive Method. The layout of the entire book and each individual page. is the same 
as used in the Intensive Method. Most obvious is the presentation of the polylogue in the 
TL on the left hand side of the page and the Ll version on the right hand side. The book 
itself is short, containing only fourteen sides and a polylogue of six sub-sections 
containing 1939 words in total. The use of the sub-heading of 1qaCT6 3 (Part 3) suggests 
that the Criminal Case is one polylogue in a possible series but the usage of such terms 
as lqacii. is common practice at UdSU. In all other cases, it has proved impossible to 
trace the remaining books which, by implication are meant to form part of the series. The 
opening paragraphs of Korneva and Reshetnikova (1989, p. 3) which set the scene to the 
polylogue confirm the assumption that the book is not part of a series: 
The participants of this criminal case are: the Chief of the Investigators 
Department W Roger, police inspectors: Mickle Green, John Brown, 
investigators: Robert Fox, Antony Roman, an expert - Jane Crane, a 
physician - Linda King, some witnesses, victims, and criminals (principle 
of the first degree, principle of the second degree, accessory before the 
fact, accessory after the fact, traffic policeman, judge, jury counsel, 
solicitor, procurator) 
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The action took place in London on the twenty second of June of 1986, in 
Hollywood Street at the police station. It was a square red-brick building, 
had a blue lamp outside with "police" written on it. There were steps up 
to the door. The door was open. The sergeant, Paul Norman was on duty. 
He was in a dark blue uniform, but without a hat. The telephone was 
nnging. 
Neither of the above paragraphs suggest a continuation of any previous polylogue 
because they set the scene and provide a list of all the characters. By implication, the 
conclusion can be drawn that this particular polylogue is free-standing. The appearance 
of IqacTh serves merely as a stylistic convention in the production of textbooks at UdSU. 
Before, between and after the six sections of the polylogue, there are substantial 
quantities of text which either set the scene, move the story along to the next scene or 
provide supplementary reading on a topic not directly related to anything else in the book 
(See Korneva and Reshetnikova, 1989, pp. 4,5 and 17). In total, there are 1644 words of 
text (46% of all words in the entire book) as compared to the 1939 words in the 
polylogue (54% of all words). Therefore the general aims of Korneva and Reshetnikova 
(1989) are less focused on improved oral competence than the Intensive Method books 
published by the Kitaigorodskaya. School, for example Ivitskaya, Samarova and Fletcher 
(1992). 
3.4.6.1 Analysis of the Polylogues 
Komeva and Reshetnikova (1989) is analysed using the same criteria employed to 
analyse Ivitskaya, Samarova and Fletcher (1992) under the following headings: (1) 
References to Prestige and (2) Discourse (the distribution and length of the speech turns 
of the different characters and the nature of the turns). A reading copy of the entire 
polylogue can be found in Appendix 12. 
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(1) References to Prestige 
i 
References to prestige fall into several categories. (i) There are direct textual references 
to the characters' abilities. Jane Crane is 'a young expert' who 'has just graduated from 
London University' in law. 'She is eager to become a first class experf in her field (Part 1, 
p. 4). The university in which she studies is also esteemed. Her university tutor is called 
Professor Grey who 'is a recognised genius in criminalistics' (Part 1, p. 4). (ii) There is 
implied expertise in what is said by individual characters. Jane Crane says 'I consider that 
the murder has taken place here' and 'I've identified these spots on the rug here as blood' 
(Part 1, Turns 10 and 13). In both cases, it is implied that only her knowledge in the field 
has led her to these rather obvious assumptions. (iii) The characters give prestigious 
descriptions of others. Jane Crane tells Mickle Green that: Everyone knows you to be an 
unrecognised genius'(Part 5, Turn 12). 
(2) Discourse 
There is a high degree of reciprocity throughout the polylogue with frequent and 
seemingly appropriate use of first and second person singular pronouns between the 
current speaker and the partner in conversation. A similar pattern emerges with other 
anaphoric references, examples of ellipsis and lexical cohesion. However, the coherence 
of the TL is not complete. There are many examples of a lack of coherence in context. 
Below are several examples (Korneva and Reshetnikova, 1989, p. 7): 
(a) 
Jane Crane: It's incredible but the fact is that I've found a lot of 
fingerprints. And still I have an idea. 
Robert Fox: What has occurred to you? Have I prompted you anything? 
Jane Crane: I think that there was a quarrel between those four persons 
and ... Robert Fox: How many of them were in the flat? Do you think that they 
probably killed each other or was there anybody else? 
Jane Crane; I think that they were five and the fifth killed all of them. 
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Robert's question about prompting is extremely odd and too formal in tone for such a 
conversation. His interruption, as Jane thinks, is technically correct TL but not coherent 
in terms of discourse. He is a policeman and chooses to ask facile questions. Why would 
he do this considering that he too can see the bodies, like Jane? 
(b) As in Ivitskaya, Samarova and Fletcher (1992), there are examples of 
misunderstanding and exaggeration. When Mrs. White's daughter arrives, the 
conversation develops thus (Korneva, and Reshetnikova, 1989, p. 11): 
Jane White; Hello, mum! I've left my key at home. Oh, a policeman! 
What's wrong? Whafs happened Have we broken the law? 
Have we made a public nuisance of ourselves? Mum, did 
you forget to pay the fare? Officer, whatever 
, 
she has done, 
she'll never do it again. It is not like her at all.. 
Mrs. White: Stop making a fool of the policeman! He is investigating 
the murder. 
Jane's comments are completely exaggerated and in context lack any sense of coherence. 
The only plausible explanation is the use of humour. At the same time, the humour is 
used as a vehicle for teaching law related terms, such as 'public nuisance'. This fact is 
more evident in the TL classroom where the teacher makes use of voice intonation and 
gesture to convey the funny side to the story. 
Analysis of Tables 13 and 14 below shows that the mean length of a speech turn is 20 
words. There is a higher degree of concentration of shorter turns (39%) but thereafter an 
even distribution, with 26% of turns between 11-20 words, 15% between 21-30 words 
and 20% over 30 words in length. This distribution falls within the same range of results 
obtained from Ivitskaya, Samarova and Fletcher (1992). 
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Table 13 
Table Showing the_Length of Turns in Korneva and Reshetnikova (1989) (Part One) 
Words Per Tum Part I Part 2 Part 3 Part 4 Part 5 Part 6 Total No. Of Tums Total No. of Words 
1 0 
2 2 4 
3 1 1 2 3 1 8 24 
4 2 1 1 4 16 
5 1 2 1 4 20 
G 2 1 1 1 5 30 
7 1 1 2 14 
a 1 2 2 1 1 7 56 
9 1 1 2 18 
10 2 2 4 40 
11 1 1 1 2 22 
12 2 2 1 1 1 7 84 
13 2 1 3 39 
14 2 2 28 
15 
16 1 3 48 
17 1 21 34 
18 . 
1 1 1 
11 i1 3 54 
19 19 
20 20 
21 21 
22 1 2 2 1 44 
23 2 131 69 
24 1 12i 48 
25 1 1 25 
26 1 2 52 
27 27 
28 28 
29 29 
30 1 1 1 30 
31 0o 
AA 
33 2 66 
4 1ý A 
35 0 0 
36 1 36 
37 0 0 
38 38 
39 0 
40 2 2 80 
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Table 14 
Table ShoWing the Length of Turns in Korneva and Reshetnikova (1989) (Part Two) 
Words Per Tum Part 1, Part 21 Part 3 Part 4 PartS Part6 Total No. Of Tumsj Total No. of Words 
46 1 2 92 
47 1 47 
so 50 
7- 53 53 
56 56 
60 60 
64 64 
65 65 
76 76 
I IC 3 100 
i Total 1939 
On reading Komeva and Reshetnikova (1989), a strong impression is gained that the 
choice of expression is often inappropriate for the nature of the discourse. One method of 
explaining the latter is to refer to two of the four aspects identified by Wierzbicka (1992, 
pp. 396 ff. ) concerning Russian expression (See Appendix 17 for clarification of the 
methodology and terms used in this section. ). There are key characteristics to these 
examples of inappropriate socio-cultural competence in the TL which can be divided into 
the following aspects: 
(a) Emotionality. 
(i) 'I am not going to argue or resist a policeman' (p. 10) - This is an example of 
patientive orientation. 
(ii) 
'Oh a policeman! What's wrong? Have we broken the law? Have we made 
a public nuisance of ourselves? Mum, did you forget to pay the fare? 
Officer, whatever she has done, she'll never do it agairL It is not like her at 
all. ' (p. 11) 
This is an emotional yet trivial over-reaction which also reveals a need to submit to 
authority. 
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(b) Non-Agentivity. 
(i) 'It's incredible but the fact is that I have found' (p. 7) - Here the speaker uses an 
impersonal expression. 
(ii) '. . and still I think that I have an idea! and 'Have I prompted you anything? ' (p. 7) - 
These both convey a sense of passive reception on the part of the speaker and the 
addressee. 
(iii) I see that you are distressed by what you are faced with! (p. 10) - The passive 
experiencer experiences emotions about something which is not of his own making. 
(iv) 'It's top secret for me' (p. 10) - The passive experiencer, through his choice of words 
accepts that he is unable to access the information. 
(v) I've visited the Whites and the results are the following! (p. 12) This quotation shows 
non-agentivity. 
(vi) 'I had to use my connections, to pull all the ropes which was incredibly difficult and 
almost to no effect'(p. 13). Although the task has been completed, the speaker subscribes 
to a lack of individual control of events through the choice of language. 
Wierzbicka (1992, pp. 396 ff. ) would interpret the above points as examples of Ll 
influence on TL discourse. While it is accepted that Intensive Method practice is to make 
use of exaggeration for effect, it is clear that Komeva and Reshetnikova (1989) has 
developed this aspect much further than Ivitskaya, Samarova and Fletcher (1992) to a 
point where it is difficult to sustain the argument that the methodology behind the text's 
construction has been well thought-out. Rather it can be argued that the authors' work is 
influenced by their own TL discourse background, even despite any attempts to label 
these examples as evidence of an intercultural methodology. This argument supports the 
opinion that Komeva and Reshetnikova (1989) is an UdSU attempt to create a variant of 
the Intensive Method for the purposes of ESP in the Law Faculty. 
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A closer analysis of the plot development in Korneva and Reshetnikova (1989) adds 
C 
further evidence to the belief that the polylogue is an early UdSU prototype of an 
Intensive Method manual. In the introduction, the names of seven characters are listed 
specifically with three unspecified groups of witnesses, victims and criminals. The 
witnesses are easily identifiable in the plot, but there are no criminals in evidence and the 
victims lie dead already on the floor by the time the police arrive. One of those named is 
Inspector John Brown and though it is stated in the notes that he is present in different 
parts of the polylogue, he never contributes anything to the conversation. In total, ten 
characters make a contribution. However, there is confusion in Part 4 when a second 
character called Jane appears. The notes only indicate that 'Jane' is speaking. Up until 
this point, it has been Jane Crane but in this part only, it is Jane White, the daughter of 
Mrs White who is being interviewed by the police. Such confusion could have easily 
been avoided with better labelling of the current speaker. Tables 15 and 16 below 
indicate the distribution of speech turns throughout the polylogue. 
Table 15 
Table Showing the Number of Turns per Speaker in 
Korneva and Reshetnikova (1989) 
SI peaker Part I Part 2 1 Part 3 Part 4 Part 5 Part 6 Total Turns 0% 
ýSergent Paul 6 6 
; Wornan 1 
iJ T 
, Mrs. White 
3 12 15 15 
en j 1 11 20 1 20 
Robert Fox 11 31 4 11 19 11 q-1 
ýane Crane 116 21 i3 5 
iinda King 4 4 4 
5;; ý; 
ny Roman 
ýChief Inspector Roger i 45 3 12 12 
jane White ý'3 
J1 
3 3 
Total 1 98 
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Table 16 
Table Showing the Distribution of the Number of Words Spoken 
by Each Speaker in Korneva and Reshetnikova (1989) 
ýSpeaker Part I Part 21 Part 3 Part 4 Part 5 Part 6 Total Turns 0% 
ýSergent Paul 61 I 61 3 
! woman 5 5 0.5 
! Mrs. White 72 254 326 17 
Inspector Mickel Green 26 149 133 62 370 19 
! Robert Fox 16 1 148 91 ý 1 250 505 26 
- liane Crane -- 19 F -72 72 41 85 69 286 1 15 1 ILinda King 97 
1 
97 5 
Antony Roman 16 1 16 1 
, Chief In pector Roger 63 1 29 116 208 11 I. Iane 
Zite 
65 65 3 
ITotal 1939 
Analysis of Tables 15 and 16 show that each of the six parts of the polylogue is short but 
that the dialogue develops quickly at each stage. There is an uneven distribution of the 
number of turns in each part. Part I is the shortest containing 13 turns and 202 words, 
while Part 4 is the longest with 2 turns and 468 words. Five of the ten characters who 
speak, appear in only one part of the dialogue, namely Sergeant Paul (61 words) and an 
unnamed Woman (5 words) in Part 1, Linda King (97 words) in Part 2, Antony Roman 
(16 words) in Part 3 and Jane White (65 words) in Part 4. The remaining five characters 
(Mrs. White, Inspector Mickle Green, Robert Fox, Jane Crane and Chief Inspector 
Roger) dominate the dialogue with 85% of all speech turns (and 91% of the words used) 
with a relatively balanced distribution of turns between them. The number of speakers in 
this polylogue reflects the class sizes in the Faculty of Law which contain usually a 
maximum of ten students. 
3.4.7 Similarities between the Intensive Method and the UdSU Variant 
There is an absence of any overt theoretical background to Komeva and Reshetnikova 
(1989) whichwould confirm or reject the hypothesis that the book is a variant of the 
Intensive Method. Similarly, there are no listed aims or objectives to confirm this. 
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However, there is sufficient external and substantial internal evidence to support the 
view that Korneva and Reshetnikova (1989) is firmly based on Russian educational 
theories and in particular on the Intensive Method approach. 
In terms of external evidence, the position of the TL on the right hand side of the page in 
the polylogues in Korneva and Reshetnikova, (1989) is in direct contrast to the position 
used in the suggestopedic approach but follows the same pattern as Ivitskaya, Samarova 
and Fletcher (1992). However Ignatova (1992) follows the same pattern as the 
suggestopedic books. It is impossible to find a clear answer to this issue. The traditional 
Russian thinking in Soviet Hypnopedia tradition also prefers to print the Ll text on the 
left hand side of the page and the TL on the right (Bancroft, 1999, p. 188). Otherwise the 
general presentation and layout of the material in Korneva and Reshetnikova (1989) 
mirrors the Intensive theory. There are six parts which can be labelled micro-cycles in 
Intensive terminology. 
In terms of internal evidence, several of the key characteristics of the Intensive Method 
have a strong presence in the contents of Korneva and Reshetnikova (1989). First, the 
material supports person centred communication. Second, the role play approach and its 
unified theme is relevant to the UdSU learner and his subject, namely Law. Third, the 
materials are concentrated with little unnecessary padding. In addition, the characters in 
the role play share similarities with their Intensive counterparts in Ivitskaya, Samarova 
and Fletcher (1992). Some of them have prestige and all are confident in their ability to 
express their opinions and feelings, even when they are rejected by others. In contrast to 
the rhyming names in Ivitskaya, Samarova and Fletcher (1992), here the names do not 
rhyme but they consist of familiar words, such as White, Green and Fox. There is also 
clear evidence of hurnour and misunderstanding. (see Jane White's over-reaction in Part 
4) both of which entertain the learner. Equally, the entire polylogue is based on a murder 
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(a relevant topic for Law students) and thus a morally questionable act but even this is 
dealt with in an over-the-top and therefore funny manner. 
3.4.8 Differences between the Intensive Method and the UdSU Variant 
There is evidence that the material in Korneva and Reshetnikova (1989) differs from 
Intensive theory. This evidence does not contradict the hypothesis that the book is a 
variant of the method but rather confirms that it is just an underdeveloped variant. First, 
the material has structural weaknesses in its logical development which are not present in 
the Intensive original. Second, there is less coherence in the development of the micro- 
cycles within the body of the discourse than in Ivitskaya, Samarova and Fletcher (1991). 
Furthermore, the emotionality and non-agentivity of many expressions have a strong 
presence in Korneva and Reshetnikova (1989) but areý much less obvious in the more 
developed Intensive Method book. Critical comments made by Canale and Swain (1980, 
p. 9) about basic communication skills in Western methodology which tend to put less 
emphasis on 'the appropriateness of utterances with respect to socio-cultural context or 
knowledge of discourse' are directly applicable here. Third, there are less characters in 
Korneva and Reshetnikova (1989) than recommended by the Intensive theory. However, 
there are less learners in a typical UdSU class than the twelve in the Intensive Method, so 
the number of characters is appropriate for the needs of FLSP teachers. 
3.4.9 Conclusion to Section 3.4 
The evidence obtained in section 3.4 shows that Ivitskaya, Samarova and Fletcher (1992) 
is used by teachers at UdSU for their own purposes. The book is taught as a complete 
unit and is not used intermittently with other core books. The material contained in 
Korneva and Reshetnikova (1989) is at an early stage of development of an ESP variant 
of Kitaigorodskaya' original methodology. The book has specifically unique 
characteristics of the educational institution from which it comes, namely UdSU. These 
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characteristics include less characters to match the smaller class sizes and the ESP ýopic 
of law. With the shift to EFL, Reshetriikova and Komeva (1989) have not been able to 
retain the methodological rigor which is evident in Ivitskaya, Samarova and Fletcher 
(1992). 
The above process has marked similarities with the development of the Milashevich 
Method variant (see section 3.5 below) which has already undergone a period of review 
before the new revised version was established. As we shall see in the following section, 
the key difference between Korneva and Reshetnikova (1989) and Reshetnikova and 
Komeva (1991) is the fact that there is no evidence that the former has been developed 
any further, while there is substantial evidence that the latter has been extended 
considerably. Therefore, Korneva and Reshetnikova (1989) has reached the first stage in 
the process of adaptation and transfer into an UdSU variant but evidence gathered at 
UdSU confirms that this has not passed on to the next stage of variant development. 
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3.5 Milashevich (1991) 
A key teaching methodology, though employed by only a few teachers at Udmurt State 
University, in particular, by those teachers who work at the Faculty of Law, is the 
Milashevich Method. As there is no information available on the Milashevich Method in 
the West and also very little in Russia, it is essential first of all to provide extra 
background information on this hitherto little known method before proceeding with an 
analysis of the UdSU variant. 
Vladislav Vitoldo%rich Milashevich was a Japanese specialist at the Far East State 
University in Vladivostok. Flis main discipline was Japanese. It is said that he had little 
background in English but it has proved impossible to confirm or refute this fact. In 
1993, he visited UdSU to give lectures on the melhodology which he had developed in 
his technical scientific translation of the English language. Evidence from Milashevich 
(199 1) suggests that this adaptation for English was in its early stage at that time, given 
that the variant produced at UdSU has developed beyond the original in several key 
areas. It is important to point out that no references to Milashevich have been found in 
Western sources during the course of this research. When interviewed, many Russian 
teachers did not know anything about the method, although some teachers in Moscow, 
St. Petersburg and Izhevsk as well as Vilnius in Lithuania had heard of it but questioned 
the validity of its methodological approach. However, the Faculty of Law at UdSU is one 
distinct teaching group which uses the method. For this reason alone, it is important that 
this research analyses the methodology in full. 
3.5.1 The Development of the Theory of The Milashevich Method 
One of the apparent key concepts behind this method stems from the feature of English 
verbs having no regular morphological feature to assist recognition for non-native 
speakers, whereas in Russian this is the case. Milashevich took it upon himself to try and 
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create such a system for Russian learners of English and simultaneously, it appears that 
he also found the beginnings of a system which could be used for the same learner 
population for the purposes of syntax. In the following sections, the original version of 
the Milashevich Method for English and its subsequent development and elaboration at 
UdSU are analysed and evaluated. The analysis incorporates the texts in the following 
order: 
(1) Milashevich V V, Obucheniye nauchno-technicheskoau pierevodu s anglisk 
yazika Vladivostock, 1991. 
(2) Korneva, 0 N, Reshetnikova, T K., Logical Grammar In Exercises Izhevsk, 1994. 
(3) Korneva, 0 N, Reshctnikova, T K, Metodicheska razrabota, Izhevsk, 1996. 
The aim of this section is to trace the origins of the Milashevich Method and to analyse 
the original version. Next, the UdSU variants of the method are scrutinised and analysed 
in a similar manner, noting key differences in comparison with the original. In addition, a 
German language textbook Ziozenkova, 0M and Milashevich, V V, Eksl2ress-ovuchniye 
i perevodi nauchno-technichkoi literaturo s nemetskogo yazika, St. 
Petersburg, 1992 is based on the Milashevich Method. Its presence confirms that 
Milashevich's method is fairly widespread in Russia. For the purposes of this research 
however, it has not proved helpful to analyse it. 
Nfilashevich (1991) is a short book containing 35 pages in total. However, there are only 
three pages of TL at the back of the book with two pages of Ll translation to accompany 
the TL version and three pages of vocabulary related to the texts. There is a short 
introduction to the methodology in the Ll. 
-In 
this, Milashevich (1991, p. 2) himself 
describes his method as follows: 
(1) It is a scientific research method which can be used to help Beginners and False 
Beginners of English, German and French. 
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(2) A typical course should comprise between 40 to 70 hours of study within a period of 
one or two weeks in order to consolidate the material quickly. 
(3) The method can be employed at both tertiary and secondary levels. 
The book contains no index or bibliography although the exercises do contain a 
numerical sequence with an alphabetical sub-sequence. There are no source 
acknowledgements at all, both in terms of the theoretical influences on the method and 
the technical text used for analysis. This standard of presentation and sourcing is typical 
throughout Russia and very typical for books printed at UdSU (see Chapter Five for more 
detailed comments on these aspects). Therefore it is impossible to draw specific 
conclusions from these observations. 
3.5.2 A Practical Analysis of The Milashevich Methodology 
It has been possible to analyse all the areas of grammar covered in Milashevich (1991). 
In this section they are sequenced according to their appearance within the textbook. 
There are several reasons for this: (1) to remain true to the sequence chosen by 
Nfilashevich; (2) to present the material in detail with the assumption that the reader has 
not met this method before; (3) to allow for a full comparison with the content and order 
of the same in the UdSU publications. Comparative and contrastive comments will be 
made with reference to both Russian and Western theoretical sources in a summative 
comment after initial presentation of the methodology. 
In an interview held at the Faculty of Foreign Languages for Specific Purposes at the 
Udmurt State University on 4th July 1996, advocates of the method at UdSU stated that 
Milashevich's teaching is based on the notion posited by Galperin, that a teacher can help 
a student learn by giving them what is termed the general idea or abstract. In section 3.2 
we leanit that the Theory of External Acts has three steps: first knowledge, then ability, 
129 
Chapter Three 
then understanding. The knowledge can be presented in different ways using a schematic 
approach and employing different semantic markers. While there is no clear internal 
structure in Milashevich (1991) which reflects the three stages of Galperin's theory, close 
analysis of the book reveals that such a structure is in evidence. This structure breaks 
down as follows: 
Stage One (Part A) 
Milashevich tackles the entire English sentence structure by dealing with the individual 
parts within the sentence framework first. This section begins by analysing the different 
functions of individual words or groups of words. The grammatical labels used include 
subject, predicate, object, adverb, prepositional object, genitive, attributive noun, passive 
participle, active participle, infinitive and gerundive. At this early stage, the analysiý is 
carried out on the Ll with examples given in isolation, rather than as full sentences. The 
terminology used is in the LI with letter abbreviations also supplied. 
The prime importance of the LI becomes more evident in the first four drill exercises in 
which the Ll dominates, to the complete exclusion of the TL. These exercises 
incorporate the routine of labelling in the LI the different syntactic elements within the 
sentence. The emphasis is on the formation of a ritualised habit of labelling and 
identifying the syntactic function of elements within the sentence, creating a restricted 
form of an interlanguage where all the interlanguage elements carry syntactic value. 
Part B 
The learner's knowledge base is next extended through the use of TL words and suffixes 
in the fifth exercise. Here the typical endings of words with specific grarrunatical 
functions are introduced using the general prefix'x` in all cases. Again the intention is to 
train the learner to recognise the endings and position of words in the TL sentence. Thus 
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the learner will come to recognise the specific function which the word has in the 
sentence in the same manner as nurtured in exercises one to four. Examples include: 
i 
Yjv adverb I 
at the X prepositional object 
of the X- genitive 
to X- infinitive 
Xing - active participle 
Xed - passive participle 
on Xing gerundive 
Past C 
In exercises 6,6A and 6B, Nfilashevich uses-the grammatical abbreviation labels used at 
the start of the book to show what types of words would logically follow one another in 
certain syntactic combinations. These exercises are repetitive in structure and continue 
for several pages, where clearly the mastering of the theoretical system is perceived to be 
of greater importance than the use of the TL in any meaningful communicative sense. 
Here the system resembles a series of mathematical equations or formulae (in linguistics 
terms an interlanguage applies here) into which words in English and Russian can be 
fitted or interchanged thus providing the correct answer for the language leamer, e. g. 
Equation 
(1) C CK 0 
(2)C XICKO 
(3) C (r 0) MI CK 0 
(4) C (IF 0) CK 0 
(5) C (r 0) M CK 0 
Formula Model 
The XX the X 
The X at the XX the X 
The X (with Xing the X) at the XX the X 
The X (vAth Ying the X) X the X 
The X (with Xing the X) at the XX the X 
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Part D 
Milashevich introduces a parallelogram (see Diagram 4 below) to help the Russian 
learner master translation by taking Russian perfective and imperfective verbs and 
placing them in a parallelogram which they will later use as a foundation for working out 
a good Russian translation of English verb forms and the reverse. 
Note that the letters which appear in Diagram 4 below carry the following meanings: A= 
Aejiaii = was doing; B= cAejiaii = did or have done; C= Aejiajioci6: r-- was being done; 
D= 'bhmo caenaHO= was done or has been done 
Diagram 4 
Diagram Showing Basic Concepts of Milashevich's Parallelogram 
B 
D 
Exercise 9 deals with the parallelogram as shown in Diagram 4 and is a device to train 
the learner to produce an automatic response to the symbol and understand its 
significance. The focus remains therefore the interlanguage or coded system created by 
Milashevich and not the TL. 
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Stage Two 
k 
Next Nfilashevich introduces a new direction in the methodology with the introduction of 
the first proper TL lexical items. The objective for the learner is to apply the theory 
learnt in Stage One. In order to move on to Stage Three, the material learrit must now be 
practised through exposure to the TL. However, at this point, the lexical items are single 
syntactical items. The lexical items covered include: 
(i) Ordinal and cardinal numbers. 
Here the learner must convert the following ordinal numbers-to cardinal numbers - e. g. 
three, four, nine, one, five, ten, eleven etc. to (for example) third, fourth, ninth, first, 
fifth, tenth, eleventh etc.. 
(ii) Demonstratives. 
Here the learner must convert Al, 'an 2, the 3, this 4, these 5s, that 6, those 7s, all 8s, any 
9, any 10s to (for example) this book, an avenue, the day, this part, these parts, that show, 
those shows, all jobs, any tea, any pens. 
(iii) A list of quantifying words. 
This focuses on words such as all, some, any, no, many, much, more, most, few, little, 
less, least. 
(iv) A list of subject and object pronouns. 
(v) A list of question words. 
(vi) A limited amount of conjunctions and prepositions. The prepositions are presented 
through the use of imagery in diagrammatic form as shown in Diagrams 5,6 and 7 
below. 
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Diagram 5 
Spatial Prepositions Shown in Milashevich (1991) 
Note that the letters in the diagram refer to the prepositions listed below. 
A up B towards 
c throuehout D off 
E to F I nto 
G throu-h H from 
I down i out of 
Diagram 6 
Temporal Prepositions Shown in Milashevich (1991) 
Note that the letters in the diagram refer to the prepositions listed below, 
0 L P 
M 
N I 
K before L since 
during N within 
0 till (until) p after 
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Diagram 7 
Miscellaneous Prepositions Shown in Milashevich (1991) 
Note that the letters in the diagram refer to the prepositions listed below. 
K 
BL 
nE 
F 
G 
YH 
N 
40 R 
p 
Q 
M 
0 
*1 1 
A against M about 
B around N in 
C across 0 behind 
D on p under 
E along Q below 
F out R for 
G near S by 
H at T with 
I among U without 
i between V as 
K over W because of 
L above x on =upon 
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After the appearance of Diagrams 5,6 and 7, there follows a long series of exercises 
which (i) focus on each of the above individual categories and (ii) provide a random 
selection of all the above prepositions. The learner is meant to develop an automatic and 
therefore ever faster reaction to the prepositions and be able to label the syntactic nature 
of the lexical items given. The purpose of the jumbled-up items described in (ii) is 
intended to instil in the learner an automatic or mechanical ability to label these items 
when encountered in a random sequence. In both cases, the exercises are long, repetitive 
and detached from any real sense of communication. 
Stage Three 
There is a three page practice text for the learner to complete the training in the method 
by applying the now developed and -well practised knowledge gained and nurtured in 
Stages One and Two. For this purpose, there is a factual article on the sanddab and 
California halibut (see Appendix 6 for a reading copy). A Russian translation of both 
texts appears directly after each. The text uses some technical language which would 
probably not be known to most TL learners. In this sense, the text has been well selected 
as it serves its purpose appropriately, namely by obliging the learner to understand the 
meaning of the text by using the now taught syntactic analysis skills. The sentence length 
ranges from ten through to more than thirty words. By way of example, a sentence from 
the text: 
The preliminary results of the tagging program conducted by the 
Department of Fish and Game show that the larger and older halibut tend 
to move the greatest distance. 
could be analysed as follows: 
The preliminary results 
of the tagging program 
conducted by the Department of Fish and Game 
the X Xs 
of the Xing X 
Xed by the X of X and X 
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show that 
the larger and older halibut tend 
to move the greatest distance. 
where the words carry the following syntactic value: 
The preliminary results 
of the tagging program 
conducted by the Department of Fish and Game 
show that 
the larger and older halibut tend 
to move the greatest distance. 
3.5.3 Assessment 
X that 
the Xer and Xer Xs X 
to X the Xest X 
the + attributive + plural noun 
of + the + attributive + single noun 
passive participle + by + the nouns 
predicate + that 
the + comparative attributive + 
noun + predicate 
predicate + th6 + superlative 
attributive + noun 
Lastly, there is a brief one page assessment activity at the end of the book containing 
eleven questions. The assessment serves to test the ability of the learner to identify the 
function of the jumbled lexical items which require syntactic labelling. The format of 
these exercises mirrors exactly that of the practice exercises which appeared earlier in 
Stage Two of the book. Interestingly, the test is based on the individual lexical units and 
not those within the context of a full sentence. The impression clearly gained is that the 
learner would not be in a position to break down a text adequately well under test 
conditions as the aim of the book aspires to. 
3.5.4 Discussion from A Russian Methodological Perspective 
The Milashevich Method possesses many characteristics which are inherited from long- 
standing Russian educational practices: 
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(1) The language of explanation is technical and pseudo-scientific, and by its presence is 
judged to add prestige to the method. 
(2) The theory builds on the Russian tradition of depth, thoroughness and perfection. 
(3) The approach is didactic and teacher-centred and matches the description given by 
Lane (1990, p. 263) of Russian methodologies. This method therefore requires a skilled 
teacher who establishes a strong teacher-dependency syndrome, especially in the early 
stages. The leamer is rendered incapable of working through the textbook himself and is 
thus dependent on the all-knowledgeable teacher to lead him through this linguistic 
minefield. However, it is important to recognise that Russian students are used to a 
system of didactic teaching methods which involves the comprehension of memorised 
factual knowledge. Echoes of Marxist-Leninist theory radiate from this and tie in with 
Price's (1977, p. 221) comments about Marx and the importance which he placed on 
mental education. This included a developed sense of discipline and organisation. 
(4) The method seeks to direct the leamer down the conventional Russian path of 
learning about the TL through the L1. The emphasis in lexicology is placed on both the 
form and position of a word or group of words within the TL sentence so that the leamer 
can deduce some meaning before the need to look up unknown items (ZaJda, 1980, p. 
37). The Milashevich Method is evidently a firm example of contrastive linguistics 
whereby the LI system of expression is compared directly to the TL equivalent with the 
former being the starting point of the whole process. In terms of grammar, the same is 
achieved by means of employing an algorithm through which the leamer is presented 
with the grammatical analysis. Naturally, one key interpretation of the above finding is 
the way that English was taught as a classical language for passive non-interactive use. 
(5) There is evidence to indicate that the Milashevich Method can be traced back fin-ther 
than the UdSU teachers suggest. Galperin's findings are rooted in Russian theories on 
conscious learning. Based on the scale of the leamer's conscious awareness, two 
observations can be made. First, the Milashevich Method fulfils only one of the four 
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criteria, namely the creation in the learner of a central cognised awareness of TL syntax. 
The next stage is conscious control of the TL but the Milashevich Method falls short of 
the Russian theory and only encourages theý conscious control of an interlanguage and not 
the TL. 
3.5.5 Discussion from A Western Methodological Perspective 
There are several similarities between the Milashevich Method and Western educational 
approaches to FL learning. At the same time there are areas of Western methodology 
which challenge several of the underlying assumptions made by the Milashevich Method. 
Both are dealt with in the points below. 
(1) The most distinct comparison can be drawn with the Silent Way. This methods use of 
colour-coded charts and rods for different linguistic functions is akin to the arrows in the 
parallelogram, each of which carries specific pieces of grammatical information. 
However, the parallelogram in Milashevich (1991) lacks detail about where all English 
verb forms should be positioned on its arrows. As will be seen in the section which 
follows on the UdSU variant, Komeva and Reshetnikova, have also failed to resolve this 
weakness. 
(2) The method is also similar to the Structuralist views in the West, where language N&Us 
viewed as a system of structurally related elements for the coding of meaning (Richards 
and Rogers, 1986, p. 15). In mastering this system, the student can learn to identify the 
word collocation and consequently its syntactic function within the sentence. The key 
criticism which can be made of the method as presented in Milashevich (1991) is that it 
focuses too much on the interlanguage as the learning outcome of the material and not 
the TL itself 
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(3) Lado (1966, p. 1) believed that the: 
'most effective materials are those that are based upon a scientific 
description of the language to be learned, carefully compared to a parallel 
description of the native language of the learnee. 
The Milashevich Method fits this description according to its own claims. It introduces 
the teacher to a method which analyses Russian syntax in a way that allows it to be 
compared to the system employed in English. However, it follows the Russian tradition 
of depth and perfection which can affect learrier motivation in the classroom. UdSU 
students who are taught using this method often struggle to fully comprehend the system. 
Issues concerning student motivation and how it can affect learning are dealt with in 
more detail in Chapter Four (for theory) and Chapter Seven (for results). 
(4) The characteristics of the Milashevich Method are strikingly similar to- Krashen's 
definition of language leaming as an activity distinct from language acquisition. Krashen 
and Terrell (1983, pp. 27ff. ) believe that language leaming comprises the learner being 
conscious of the process involved and requires formal knowledge and teaching of 
language in an explicit manner. The latter is a valid summative comment on the 
Milashevich Method. However, in his Monitor theory, Krashen categorised the Monitor 
over-user' as someone who was too conscious of rules and therefore inhibited in free 
expression. In essence, this is the chief criticism which can be levelled at the leamer of 
the Milashevich Method because, as Swan (1992, p. 187) states, learning to perform in a 
careful style is not the same as leaming to perform in a vernacular style'. Larsen-Freeman 
supports Krashens view, believing that instruction affects SL production and 
performance by triggering over-supply of grammatical morphology. It inhibits the use of 
the ungrammatical. 
In conclusion Milashevich (1991) is an incomplete system whose methodology has not 
been thoroughly thought out in advance of being presented as a method for use in EFL 
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classes. It is lacking in detail and its material is not -well sequenced. Nor is its 
presentation learner friendly. These criticisms do not mean that the method is completely 
lacking in methodological validity but it does not share the same status as 
Kitaigorodskaya! s Intensive Method. The latter has reached a much higher level of 
development than Milashevich (1991) but is still not devoid of criticism from Western 
researchers. To raise the Milashevich Method to a similar level as the Intensive Method, 
substantial methodological improvements are required. Where UdSU has failed to 
achieve this progress in the Intensive Method, it has made tangible advancements in the 
methodological development of the Milashevich Method, so much so that the work 
carried out by Korneva and Reshetnikova (authors of the UdSU variant) has passed 
beyond the level of development achieved in the original, Milashevich (1991). Just how 
successful the authors have beený is analysed in detail in the following section. 
3.5.6 Korneva and Reshetnikova (1994) - The First UdSU Variant 
Teachers in the Faculty of Law at UdSU believe that the Milashevich Method is a vehicle 
for balancing the differences which are apparent in each new intake of students at First 
Year level in the FLSP. The method is being used therefore as both a revision aid and a 
gap filling technique for students who have come to UdSU from all over Udmurtia with 
differing previous linguistic experiences and abilities. At UdSU, proponents of the 
Milashevich Method have argued that the method works both from the TL into the LI 
and from the LI into the TL. One of the key tasks of this section is to challenge 
vigorously this assertion in order to test fully the validity of the claims made. 
The Milashevich Method was adopted enthusiastically for English teaching within the 
Law Section of the FLSP at UdSU following Milasheviclfs visit there. Komeva and 
Reshetnikova (1994) is UdSUs in-house adaptation and subsequent elaboration of 
Milashevich (1991). It relies heavily on the latter, going so far as to copy or imitate as 
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closely as possible some of Milashevich's material, including tables of explanation and 
the parallelogram in Diagram 4 above, though without making reference to their original 
source (The Russian practice of not acknowledging a source has created difficulties for 
those of us trying to evaluate the Russian system of understanding and learning English. 
Without the sources it is impossible to trace where the original ideas come from. 
Furthermore it leaves the likes of the book 'Logical Grammar In Exercises exposed to 
applied criticism from the West because of its distinct lack of theoretical explanation or 
source references. ). At the same time, the authors introduce several new ideas, not 
covered by Nfilashevich (1991), which extend beyond the basics introduced in the latter. 
These areas will be dealt with in the order in which they appear in the book itself. 
One of the first observations made, is the fact that there is a substantial difference in 
length between the Komeva and Reshetnikova (1994) and Milashevich (1991). The 
former is double the length of the original with 73 pages. This has allowed for a greater 
expansion of detail of the methodology and greater use of TL texts. Unlike Milashevich 
(1991), Korneva and Reshetnikova (1994) does contain an index although there is no 
bibliography. There is a short explanatory prologue in Russian which explains that the 
book is designed for students in the first and second year courses at the Faculty of Law, 
as well as for students of other faculties (In practice, the book is predominantly used with 
first year lower intermediate, elementary or false beginner groups. The Law Faculty at 
UdSU has a streaming policy which results in weak students doing an intensive course 
before beginning with the method. Those students who are slightly stronger begin 
directly with the Milashevich Method. ). The method is to serve as an aid for translation 
into the TL from the LI, thus enabling a better understanding of the English language 
and helping to take away the difficulty of translation. 
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The explanatory section of the book is divided into seven parts after whic4 there are five 
further parts on the application of the material. These parts are dealt with now in the 
order in which they are presented: 
Part One 
The opening two and a half sides contain grammar tables with their LI equivalents. The 
topics are: subject and object pronouns, possessive adjectives and possessive pronouns, 
reflexive pronouns, demonstrative adjectives and some/any/no plus body/thing/where. 
Then follows one short and one long cloze exercise based on the grammar contents 
previously listed with the LI equivalent given in brackets. The presence of the Ll terms 
emphasises the contrastive linguistics approach of this method. 
Part Two 
A similar pattern of explanatory notes is repeated in this part, as in part one, but here the 
focus is on the adjective and the adverb. As well as the regular pattern of comparative 
and superlative formations, the following exceptions are offered: far - farther/further - the 
farthest/furthest, little - less - the least, much/many - more - most, good/well - better - 
best and bad/badly - worse - worst. The conversion of adjectives into adverbs is conveyed 
as follows: 
Adjectives Adverbs 
bright brightly 
careful carefully 
quiet quietly 
There are no practice exercises for any of the above which is unusual as UdSU books 
tend to use more of the page to exploit a point of grammar through exercises than they 
use to explain the grammar point in question. 
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Part Three 
i 
The initial focus here is on the formation of plural nouns from singular ones. In addition 
to the regular suffixes of 's' or 'es', frequent exception forms are included in a short list 
which includes men, women, children, feet, teeth, geese, oxen and data. The plural form 
of 'formulae' is given as Tormular' but this appears to be an error (The Oxford English 
Dictionary does not contain the word Tormular. It states that the singular is 'formula!. ). 
Three invariable plurals are also offered (money, snow, news) after which follows the 
difference in usage between quantifiers. This is shown diagramatically in Diagram 8 
below. 
Diagram 8 
Diagrams of Invariable Plurals as shown in Korneva and Reshetnikova (1994) 
MHOrO 
many much 
roubles 
books 
mano 
girls 
boys evidence 
Part Four 
The focus is compound constructions. Tbree possible variations are presented: 
(i) (N N) +N=A concrete and glass hotel 
(ii) (Adj. + N) +N= Warm water port 
(iii) Number +N+ N+ N+ Adj. +N=A five star concrete and glass modem hotel 
money 
information 
butter 
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There are five different styles of exercises which focus on the above possibilities. 
(a) A numerical interlanguage is employed to practise the above. One such example: 
on the 12 3 of 45 of 67 
could be lexically represented by: 
On the twenty (1) year (2) sentencing (3) of murderer (4) Wilson (5) of Great (6) 
Yarmouth (7) 
(b) Non-existent words such as 'dist' and 'dand' are employed to move the analysis on one 
stage further, as follows: 
on verb dand dist of visit dash of start 
(c) Examples of the three possibilities are given in the TL, such as the following 
(Korneva and Reshetnikova, 1994, p. 16): 
A thirty-six year old African nationalist leader 
would be labelled: 
a Number +N+ Adj. + Adj. + Adj. +N 
(d) Variants on the above patterns are offered with sentences in the LI. the two variants 
offered include: 
(i) N+N+N. .. + (ii) N and Adj. +N+N Adv. .. -+N 
(e) Further practice is offered in the LI where the leamer has to merely convert the 
material to the TL. 
Part Five 
(1) To assist Russian learners with understanding the various differences between the TL 
and the Ll in terms of aspect and tense, Nfilashevich (1991) designed the original 
parallelogram (see Diagram 4 above). However, Korneva and Reshetnikova (1994) 
provide more detailed labelling in an attempt to make the system more comprehensive 
and student-friendly. It is essential to point out that each line in the parallelogram in 
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Diagram 9 is in fact an arrow and there are two sets of three arrows with each arrow in 
the pair mirroring the other in reverse. In total there six arrows each of which has its own 
name and description as'follows: 
(A) Up -a diagonal arrow pointing upwards in the top triangle. 
(B) Down- a diagonal arrow pointing downwards in the bottom triangle. 
(C) Vertical Up- an arrow going straight up in the bottom triangle. 
(D) Vertical Down- an arrow going straight down in the top triangle. 
(E) Left - an arrow going horizontally left in the bottom triangle. 
(F) Right - an arrow going horizontally right in the top triangle. 
Diagram 9 
Diagram Showing the Function of Arrows as Shown 
in Korneva and Reshetnikova (1994) 
ACTIVE 
2-31 
ALREADY 
ALREADY EVERY DAY,., - 
; 
2-ý3 
PASSIVE 
IMPERFECTIVE VERBS 
PERFECTIVE VERBS 
The top triangle in Diagram 9 is for the active voice, the bottom one for the passive 
voice. The vertical arrows match the Russian perfective aspect while the horizontal and 
diagonal arrows correspond to the imperfective aspect. Each arrow of the triangle carries 
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a further label to help the learner clarify the difference of usage. The diagonal arrows are 
labelled with the term '2-3' which implies an habitual action which is therefore 
imperfective by nature in any grammar. The horizontal arrows are labelled 'every day' 
which implies a repeated action, thus also rendering it imperfective. The vertical arrows 
carry the label 'already' which implies a completed action and thus they carry a 
perfective connotation. 
Each arrow carries further specific pieces of information. First, the arrow indicates 
whether the voice is active or passive and also whether the subject is 'who' orwhat'. The 
active triangle in Diagram 10 carries the label 'who', while the passive triangle carries the 
label 'whaf. These two terms refer to the subject - verb - object system whereby the 
student can look for these three features of a given sent6nce in English and once found, 
the student can identify the sentence as an active sentence. In the case of a passive 
sentence, the student will only find a subject and verb, where the subject of the passive 
sentence is the object of the active sentence. 
Diagram 10 
Diagram Showing the Active and Passive Triangles of the Parallelogram as Shown 15 in Korneva and Reshetnikova (1994) 
___---------WHO 
-WHAT 
To assist students in working out exactly what tense, voice and aspect a verb in English 
has, students are taught to use the following criteria in tabular form. Although Table 17 
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does not appear in the book itself, it is presented by the FLSP teachers in class when 
explaining the rules of the methocl. 
Table 17 
Table showing the Sequence Through Which a Learner must pass in order to 
Categorise English Verbs as Shown in Korneva and Reshetnikova (1994) 
A BCD 
wýhat yesterday already verb 
who today from 2 to 31 
tomorrow I usually 
Reshetnikova and Korneva (1994) goes beyond Milashevich (1991) in the attention to 
detail on verbs by covering more of the different verb forms and their tense variables. In 
a typical class, students would work in threes with a list of verbs giving the name of the 
arrow, then the formula and then the-Russian translation, A typical verb session might 
last ninety minutes. Diagrams 11,12 and 13 are used to expound these issues as follows: 
Diagram 11 
The Present and Past Simple, the Present and Past Continuous 
and the Present and Past Perfect 
be -in 
have 
-ed 
been 
-ed e g ". 
'being 
-ed 
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Diagram 12 
The Verb 'to be' (Present, Past and Future Simple) 
WILL BE I AM 
YOU. WETHEYARE 
SHE. HE. IT IS 
WAS WERE 
Diagram 13 
The Verb 'to have' (Present, Past and Future Simple) 
L YOU, WE. THEY 
HAVE 
SHE HE. IT HAS 
When the verb forms from Diagrams 11,12 and 13 are listed together, the individual 
English verb forms are located as follows on the arrows of the parallelogram in Diagram 
9 
(A) Up - am writing 
was / were writing 
shall /, AiU be writing 
would be writing 
Active Present Continuous 
Activc Past Continuous 
Active Future Continuous 
Active Future In the Past Continuous 
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(B) Vertical Down - 
(C) Right - 
(D) Down - 
(E) Vatical Up - 
(F) Left - 
has written 
had written 
shall / will have written 
would have written 
writes 
wrote 
shaH / will write 
would write 
is being written 
was being written 
has been written 
had been written 
shall / will have been written 
would have been written 
is written 
was written 
shall / wiH be written 
would be written 
Active Present Perfect 
Active Past Perfect 
Active Future Perfect 
Active Future In the Past Perfect 
Active Present Simple 
Active Past Simple 
Active Future Simple 
Active Future In the Past Simple 
Passive Present Continuous 
Passive Past Continuous 
Passive Present Perfect 
Passive Past perfect 
Passive Future Perfect 
Passive Future In the Past Perfect 
Passive Present Simple 
Passive Past Simple 
Passive Future Simple 
Past Future In the Past Simple 
Although not present in any of the method textbooks, a loop is sometimes added by the 
UdSU teachers to explain four other verb forms which do not appear to fit the 
parallelogram in Diagram 9. This loop is shown in Diagram 14 below as follows: 
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Diagram 14 
Diagram Showing the Additional Loop Which is Added by UdSU Teachers to 
Explain Additional Verb Forms 
E 
The four additional verb forms represented by arrow G are: 
(G) has been writing Active Present Perfect Continuous 
had been writing 
shall / wiff have been writing 
would have been writing 
Active Past Perfect Continuous 
Active Future Past Perfect Continuous 
Active Future In the Past Perfect 
Continuous 
To identify whether the subject is singular or plural, the same labelling is used as in 
Milashevich (199 1). Thus either X or Xs is used whereby the former stands for a singular 
subject and the latter for a plural subject. Examples of this can be seen in action in the 
rubric exercises: 
e. g where possible answers are: 
xI I walk- 
X2s he walks 
X 3es she reaches 
XS 4 we reach 
X 5ed youjumped 
X shall 6 1 shall jump 
X are 7ed you are helped 
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As this method purports that the teaching of the general abstract is the key to greater 
understanding the next logical step is to learn to apply that newly acquired knowledge. 
The authors felt that such a point could be best made by creating a model verb of their 
own. Hence, they created the non-existent verb 'to ronk' in order to show how a system of 
rules can be applied logically across their parallelogram just as one could do with all 
regular verbs. Its appearance is ahead of the first proper verb in the TL (to ask) and 
demonstrates the primacy of the interlanguage created by this methodology and also 
emphasises the overriding importance of the use of a general abstract in language 
learning. Examples of this made up verb include: I had ronked, would ronk, will be 
ronked, was ronked, will ronk, would be ronking, will have ronked, should have ronked, 
were ronked, ronks and will have ronked (Korneva and Reshetnikova, 1994, p. 21). 
Proper English verbs only make their first appearance in the. exercises aftýr the 
appearance of the verb 'to ronle. After fourteen short practice recognition exercises on 
regular and irregular verbs, attention is turned to modal verbs in Diagarn 15. 
Diagram 15 
Diagrams showing the Forms of Modal verbs Taught 
in Korneva and Reshetnikova (1994) 
(a) 
can could will be able to 
(b) 
may might =71-- to be allowed to 
(C) 
, ao=eH 06A3aH 
must 
to be to to have to 
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Of the above three, (c) has a complete exercise of twelve practice tasks related to it. 
Some of the examples given include: 
(i) We are to find these starting compounds to carry out a new experiment. 
(ii) Another possibility %%us to utilise the cogent. 
In (i) however, it is difficult to assess whether the verb form given is the most 
appropriate as the context is not entirely clear. The more frequently used verb forms are 
'must' orhave to'. In (ii) and throughout all sentences in the same exercises, the context 
is clearly not law-based but rather science-based. The origin of these sentences is not 
clear as they do not appear in Milashevich (199 1) either. 
Diagram 16 provides a further section on how to deal with infinitives of verbs in 
accordance with the original parallelogram of Diagram 9. 
Diagram 16 
Diagram Showing Details of Infinitives of Verbs in Accordance 
with the Original Parallelogram ft t5l 
to 
have 
-ed 
to 
have 
been 
-ed 
and Diagram 17 gives further detail on the use of the perfect infinitive: 
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Diagram 17 
Diagram Showing Details of Perfect Infinitives, of Verbs in Accordance 
with the Original Parallelogram 
having 
-ed 
having 
been 
-ed 
Following Diagrams 16 and 17, there is a series of related exercises to practise the 
material covered. Where a verb is irregular then a list of irregular verbs is given in a four- 
page section at the back of the book. The exercises are long and repetitive, like most 
exercises throughout the book. 
syntax 
The other key area of the Milashevich Method concerns syntax. It is only used for work 
from English to Russian in Reshetnikova and Korneva (199 1). In the following examples 
the numbers used merely refer to the sequential number of words left out of the sentence 
and not any specific word type within the sentence. Any endings attached to the number 
supplied is meant to allow the learner to identify the function which the numbered word 
is meant to hold. All other material up until this point has been building towards this 
more complex activity. Examples include: 
(i) The 12 the 3. S+V+O 
(ii) The I at the 23 the 4. S+A+V+O 
(iii) The I to 2 the 3 at the 45 the 6. S+V+O+A+V+O 
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While the simpler practice sentences above might seem straight forward, the following 
example is the longest and most complicated: 
(iv) Ily 2ing the 3, the 41y 5ed 6 7ing 81y the 9 with 10ing Illy the 12 along the 13 141y 
15 the 161y l7ing 18 l9ed 201y from the 21 to 22 231y for the 24. 
The identification of the functions of the twenty four lexical units in this last example 
would (in theory) lead the student to see the word functions as follows using the 
following labels: 
(1) A+ (2) V+ (3) 0 (4) A+ (5) V+ (6) S+ (7) V+ (8) A+ (9) 0+ (10) V+ (11) A+ 
(12) 0+ (13) A+ (14) A+ (15) V+ (16) A+ (17) V+ (18) S+ (19) V+ (20) A+ (21) 0 
+ (22) V+ (23) A+ (24) 0 
and the following word equivalents in the Ll: 
(1) How (2) doing (3) something (4) how (5) done (6) who (7) doing (8) how (9) the 
something (10) with doing (11) how (12) something (13) along something (14) how (15) 
does (16) how (17) doing (18) what (19) done (20) how (2 1) from something (22) in 
order to do (23) how (24) for something. 
It is difficult to understand the reasoning which lies behind the inclusion of such a long 
example, other than to state that it follows the long standing Russian tradition of breadth, 
depth and perfection. The key notion which lies behind this practice is that you can 
convince a learner that a topic is easy to learn if it is presented in its most convoluted and 
difficult format. From a Western perspective, it is not easy to accept this logic. 
Use of Text 
The 'fisW texts at the end of Milashevich (199 1) are replaced with law related material in 
Korneva and Reshetnikova (1994) and fit in with the requirements of teaching students 
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ESP for law (see Appendix 7 for a reading copy). There are five pages of practice 
sentences containing legal terminology for students to practice the methodology. There 
are four chief sources from which the texts are taken: (1) American legal articles 
containing legal jargon: (2) British legal articles containing legal jargon: (3) American 
newspapers: (4) British newspapers but the related sentences appear to be mixed together 
in an apparently non-systematised manner. 
In terms of date, one sentence can be traced back to a 1967 source with a reference to the 
name Games C. Haggerty who worked for President Eisenhower. It is not unrealistic to 
assume that this date would fit many of the sentences provided as this was the date of the 
materials available at UdSU in the pre-TEMPUS period- While teachers at UdSU readily 
accept that they lacked relevant up-to-date material and that they had to make do with 
what they had, there is nevertheless a knock-on effect of using such dated material. First, 
the law terminology is not current and second, the facts contained in the sentences give 
students a false impression of the system of law in the United Kingdom and the United 
States. The lack of appropriate ethnomethodology leaves the UdSU authors open to a 
criticism of dogmatism and propaganda from the West as the material was produced at a 
time of political tension between the USSR and West. There are for example several 
political references to negative aspects in the West, namely Hitler, negative treatment of 
Communist political groups in the West, and protesters jailed for illegally marching. By 
contrast there is little positive presentation of the West. 
There are also numerous factual and typographical errors. The latter is a more common 
and in essence less important but nevertheless it remains a weakness. Given the precision 
required to apply the system of grammar which the authors propound, basic errors 
including 'Tokio' and 'secretory' (Korneva and Reshetnikova, 1994, p. 67) should not be 
made. What is worse, of course, are the factual errors. Such slips expose another problem 
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in the UdSU approach to teaching ESP, namely that the UdSU teachers (including the 
authors of the books) are not subject specialists, even though their students are subject 
specialists. This can lead to the teaching of inappropriate language such as 'to snitch on 
somebody' (Komeva and Reshetnikova, 1994, p. 69) as proper legal jargon. The 
following samples clearly indicate that some of the texts are not from any legal 
document: 
(1) An eight-man jury took only eight minutes to reach their verdict. 
(2) Prosecutor, who did not appear to argue the case, have not ruled out an appeal to the 
US Supreme Court when asked for comment, Douglas Coully District Attorney David 
McDade responded: "Did they suggest what a 10-year-old should do when he finds drugs 
in his parents' possession? I'm at a loss to give kids advice in the future. " 
(3) Quantities of the hallucinatory drug LSD worth E250,000 on the illicit market were 
found by Scotland Yard Drugs Squad men, a Bow Street magistrate was told yesterday. 
Six men and women who appeared on charges of possessing or receiving drugs were 
remanded for a week. 
The consequences of inappropriate or factually incorrect input have not been explored in 
depth yet in Western theory but given the context in Russia and more specifically at 
UdSU, it is an area which requires research. 
3.5.7 Reshetnikova and Korneva (1996) - The Second UdSU Variant 
Reshetnikova and Korneva (1996) is the second book on the Milashevich by the same 
authors. It is slightly longer and contains more content than Reshetnikova and Korneva 
(1994), though it this is presented in a more compact format. This book shows signs of 
progress both in terms of methodological development and the selection of TL texts, 
although it follows basically the same order as its predecessor. Nevertheless, it is ground- 
breaking in one key area. It is the first UdSU textbook which has been word-processed. 
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This has resulted in a vast improvement in the presentation of the material, both in terms 
of text and graphics. Texts are both left and right hand justified and the use of blocked, 
capital and underlined words provides a more learner friendly impression. In other ways, 
the book is representative of the typical deficiencies identified in virtually all UdSU 
publications. While a proper list of contents with the relevant page references is also 
provided, there is once again no bibliography. Similarly, there is no acknowledgement 
that the method used is adapted from the Milashevich Method. 
The same areas of grammar and syntax are covered in the same order as in the first 
textbook. About half of the exercises from Reshetnikova and Komeva (1994) are 
retained while the remainder are new ones. The predominant task is multiple choice. For 
example, a TL senfence is shown containing a Ll word. The task is to choose the correct 
answer from the four possibilities offered. A further key characteristic of the new tasks is 
the law-related material used in the exercises (Appendix 8). There is also a series of 
business letters which use a substantial amount of current law-related vocabulary. This is 
an example of how the methodological approach has been further refined. A change in 
the presentation of grammatical material occurs only once throughout the entire book. 
Otherwise the details listed earlier for Korneva and Reshetnikova (1994) remain valid. In 
the section on modal verbs, Table 18 has been introduced as follows: 
Table 18 
Table on Modal Verbs 
Present Past Future 
can could 
- 
will be able to 
may might T wilibe allowed to must 
be to 
have to I 
This table is incomplete in four ways. There is no mention of (1) 'is able to' or 'N%w able 
to'. nor even 'shall be able to' and (2) 'is allowed to' or 'was allowed to'. nor 'shall be 
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allowed to'. (3) The location of 'might! as the past form of 'may' is incorrect (4) Nothing 
has been offered in the past or future of 'must' orhave to'. Such elementary flaws can and 
should be avoided. Their presence merely serves to highlight the gaps in the version of 
the Milashevich Method which they have created. 
3.5.8 Discussion 
As this is the most current version of the UdSU variant of the Milashevich Method in 
print, it is necessary at this point to present the methodological issues which require 
comment from a Western perspective. In particular a summative critical analysis of the 
Milashevich Method is required. The four points listed below fulfil the requirements of 
this task: 
(1) Teachers in the Faculty of Law at UdSU have claim I ed that studenýs who know little 
English can, after gasping the Mlashevich principles, understand the structure of any 
English sentence and therefore with the aid of a dictionary work out its meaning. There 
has been no empirical evidence or qualitative research carried out internally in the FLSP 
to support these claims. Given the past and current situation at UdSU it has proved 
impossible for Western researchers to put the methodology to the test. The 
unsubstantiated claims made by the authors of the UdSU variant are typically made in 
Russian education but rejected in the West. However, what is evident from classroom 
observation, is that the process of labelling arrows requires a substantial amount of 
mental agility. Students seem to be able to gasp the functions of the arrows as an aid to 
translating into Russian, but the process is painfully slow. On average, over half of the 
students observed in those classes using Reshetnikova and Komeva (1994) struggled 
with the labelling and subsequent interlanguage which the teachers insisted on using. 
Therefore the claims made are not substantiated by observations made in the language 
classroom. 
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(2) The Milashevich Method only appeals to the cognitive domain of the leamer and not 
the affective or the psychornotor domains. Even within the cognitive domain, due to the 
non-interactive nature of the method, there is no learner use of the TL but rather of a 
restrictive interlanguage. In motivational terms, this can have a negative effect on the 
uncommitted leamer. In theory the students are there to learn ESP but in reality they are 
focusing on minutiae of grammar which they may fail to understand the reasons for 
learning. 
(3) Milashevich's use of the parallelogram for understanding verb forms in English is 
similar to the English speaker's approach to learning the Russian system of perfective and 
imperfective verbs. British grammar books of Russian, for instance, use the descriptions 
habitual actions (Milashevichs diagonal line) and repeated actions (Milashevich's 
horizontal line). The key difference occurs in the detail given to a perfeaive verb in 
Russian, where the following three criteria must be fulfilled in order to render a verb 
perfective: 
(i) there must be only one action. 
(ii) the action must take place at one time. 
(ii) the action must be completed. 
If these three criteria are not fulfilled, the verb is imperfective. However this degree of 
specification is not provided in Milashevich's parallelogram. In fact, the supposition in 
the Milashevich Method is that just as all mathematical formulae are truly applicable in 
all cases, so too do these linguistic formulae offer an infallible coding systern, which 
when applied, will always give the correct answer. Milashevich (1991) and Reshemikova. 
and Korneva (1994 and 1996) offer an incomplete approach to the analysis of verbs by_ 
using the parallelogram. There are many verb forms missing from the main 
parallelogram model shown below. Among the verb forms missing from the 
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parallelogram and therefore not dealt with by the Milashevich Method are the following: 
does write Active Present Emphatic 
did write Active Past Emphatic 
used to write Active Past Continuous 
(iv) used to be written Passive Past Continuous 
(V) would write 
(vi) would be written 
(vii) is going to write 
(viii) is going to be written 
(ix) does / did not write 
Active Past Continuous 
Passive Past Continuous 
Active Immediate Future 
Passive Immediate Future 
Negative answer 
(X) Oil will not mix with water Present Factual 
(xi) Be that as it may Subjunctive Present 
As the Nfilashevich parallelogram is not comprehensive, it not only fails to meet the 
Russian criteria of depth and perfectionism but also it misinforms the learner of the 
correct usage of TL verb forms. Most noticeably, (v) would write is not just Active 
Future in the Past but also carries the second connotation of a habitual action in the past, 
which equates to the Active Passive Continuous. The parallelogram fails to deal with this 
issue. 
(4) Until the later part of all three books, the learner is not confronted with a text but 
rather with isolated words where the task is to identify the function of word collocations 
and seemingly nothing more. There is a sudden transition from a kind of 'gibberish' 
interlanguage to a rather technical one without any clear provision of a staggered 
transition from the former to the latter. Therefore there are insufficient learning supports 
to assist in the transition phase. 
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3.5.9 Conclusion to Section 3.5 
Evidently, the Milashevich Method is in a state of constant evolution and reftement at 
UdSU Consequently, the findings noted in Section 3.5 are an interim comment on the 
development of the method thus far at UdSU. The above analysis leads to the following 
conclusions: 
(1) There is clear evidence of current and past active research in EFL teaching in the 
Faculty of Law at UdSU This process is an organic one which involves team work, 
dissemination of teaching theories and the adoption and extension of EFL theories from 
outside Udmurtia. The most striking example of an evolution of the method from 
Milashevich (1991) to Korneva and Reshetnikova (1994) can be seen in the substantially 
different sequence of the material. The former builds back from analysing the whole 
sentence to dealing with the individual elements within the'sentence. By contrast, 
Komeva and Reshetnikova (1994) builds up from the individual elements within the 
sentence to create a system for breaking down the syntax of an entire sentence. This 
sequence allows for a more natural approach to language learning. From a Western 
perspective, Milashevich (1991) is a less leamer-fiiendly book as the student is 
confronted from the outset with the whole system. 
(2) Ziozenkova and Milashevich (1992) from St. Petersburg confirms that the teachers at 
UdSU are carrying out similar work to that carried out by other tertiary level institutions 
in Russia. However, there are risks with such a non-regulated system. There is no routine 
system for sharing findings or vetting the academic merits of the Milashevich Method, or 
in fact any method. There are definite flaws in the Milashevich Method and yet teachers 
at UdSU are disseminating it to their students as if it were flawless. 
(3) The Milashevich Method appears to work with most verbs and most tenses but 
importantly, not with all verbs and not with all tenses. In this sense the methodology is 
fundamentally flawed. If the remaining outstanding verb forms cannot be made to fit into 
the parallelogram, the Milashevich Method may have to be confined to the role of a 
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method whose purpose is for tense recognition only (for translation purposes from 
English to Russian). When one takes into account the level of FLSP students in the UdSU 
context, it may provide a good general rule for beginners and lower-intermediate learners 
who require primarily good reading skills but only if it is presented as such. However, the 
Milashevich Method is definitely not appropriate for intermediate learners and upwards 
as it teaches an incomplete set of verb forms which is insufficient for learners at a higher 
level. 
One final comment worth adding is that the Milashevich Method gives the impression 
that language is a kind of artificial construct which can be controlled and manipulated to 
a predictable degree. However, any written or spoken sentence is an organic structure 
which is developed in the writer's or speaker's head before or during the act of writing. or 
speaking. This contrast with the Milashevich Method lends support to the view that the 
latter does not view language as a means to an end (i. e. communication) but as an end in 
itself, where it conversely manipulates the meaning of the sentence. 
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3.6 Conclusion to Chapter Three 
Western and Russian approaches to the generation of FL methodologies share much of 
the same history and have covered many of the same subject areas over the last century. 
At the same time, distinct characteristics in the nature of how those methodologies are 
reached, have evolved in different ways. Each tradition has focused on the needs of the 
environment in which it exists. The Western approach to language learning requires hard, 
scientific data in order for a methodology to be accepted as valid. With so many different 
research centres scattered throughout the Western world, new methodologies have to 
withstand close scrutiny and testing before new claims are generally accepted. The 
Western researcher requires the same firm data when dealing with Russian educational 
methods. However, the lack of hard scientific data and the use of pseudo-technical 
terminology often cause a negative reactioe In Eastern Europe, the same reaction does 
not occur and prestigious institutions such as Moscow State University work comfortably 
with such methodological terms. The long standing Russian educational tradition vms to 
gather a group of experts within a specific field and to let them promulgate their 
concepts through dissemination to the rest of the country. Since the early 1990's the 
political break-up of centralisation has left teachers working outside of Moscow and St. 
Petersburg in a kind of methodological vacuum. Where once they were trained from 
Moscow they are now left to establish their own way forward in post Communist Russia. 
Simultaneously the appearance of individual methodological variants at lesser known 
tertiary level institutions has grown. This is where the UdSU variants in the Intensive 
Method and the Milashevich Method fit into the general picture of the development of 
FL methodologies throughout the Russian Federation., There are advantages and 
disadvantages connected to the new reality. On the positive side, some teachers at UdSU 
have been forced to challenge their own beliefs about how to teach ESP in the modem 
world. This has led them to start the process of adapting teaching methodologies for the 
specific needs of their students. This must be seen as progress. On the negative side, too 
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few of the teachers at UdSU are involved in this process of change. Most seem contented 
to teach as they have always taught or simply do not know how to move away from their 
present position. A weakness exists where teachers attempt to introduce their own 
methodologies which have not been subjected to true academic scrutiny. In this chapter 
the evidence gathered from teachers at UdSU supports this opinion and the exposure of 
the true state of the current situation at the FLSP should open up the Faculty in a way 
which can only help it. By challenging the ideas and procedures contained in the UdSU 
variants, Western academics can provide the rigor which is at present missing in UdSUs 
academic environment. 
In intercultural terms, this should not be a case of the West dictating to UdSU teachers 
what, how and why they should teach. Rather it should be a co-operative project from 
Which both sets of participants should gain through collaboration. A prototype of how 
such an engagement can function already exists in the form of Suggestopedia. It 
originates from Bulgaria and has variants scattered throughout the world, with the 
Intensive Method in Russia and Schuster's SALT and Dhority's ACT in the West. It is a 
goal of this research that the findings contained throughout should provoke more 
discussion in the fields of applied linguistics and education and lead to increased co- 
operation between Russian and Western academics. 
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CHAPTER FOUR - METHODOLOGY 
4.1 Choice of Fieldwork Methodology and Data Collection Procedures 
The fieldwork for this research was conducted during the period September 1995 to 
September 1998. During the T-JEP-10054-95 project, I made four separate trips to UdSU 
to assist in the following TENTUS work: (1) teaching and lecturing on aspects of British 
civilisation, (2) leading the design of the new First Year syllabuses based on Western and 
Russian textbooks and (3) reviewing the progress of syllabuses after the first year of 
implementation. The length of the shortest trip was ten days and the longest stay was one 
month. In total a period of three months was spent on location at UdSU. In addition, in 
June 1998, a trip was made to the State Technical University in St. Petersburg to attend a 
TENTUS conference on the lessons learnt from the TENTUS projects which were being 
completed concurrently to T-JEP- 10054-95. 
The role of the researcher has been varied. At times this has ranged from being a passive 
observer both in the classroom and at faculty meetings to taking an active role in 
interviews. The research draws on naturalistic observations (including lesson 
observations and the recording of a limited number of oral examinations), interviewing 
(primarily teachers but also some students) and collecting existing information 
(including UdSU teaching and assessment materials and where possible assessment 
results, background information about Udmurtia, Izhevsk, UdSU and the FLSP, 
TEMPUS reports in the public domain and UdSUs recent response to the TEMPUS 
inspired syllabus design programme) and elicitation techniques (in the form of two 
questionnaires for students and one questionnaire for teachers). More details about the 
specific tools used are listed below in separate sections. At each stage the process for 
data collection is also explained. As the choice of fieldwork methodology and the data 
collection procedure are so intricately related to each other, it was decided that it would 
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be impossible to separate the details away from the methodology without leading to 
undue repetition of relevant details in a separate section following that of fieldwork 
methodology. However, there is a separate section on the data analysis procedure used 
which provides details about the various statistical tools employed throughout. The 
individual research tools used during the data collection period include the following: 
4.2 Naturalistic Observations 
4.2.1 Lesson Observation 
In the classroom, details about the oral interaction among students and also among 
students and their teachers have been noted. Data was recorded exclusively through 
notetaking. Being allowed to observe lessons at all was a major triumph because there 
was insufficient trust among the teachers at UdSU to let their lessons be recorded on 
audio or video cassette and given the early stage in the development of understanding 
between teachers from Russia and the West the issue was not pressed. In any case, the 
practice would have been disapproved by the University authorities (This experience was 
not just limited to this issue. On frequent occasions, certain investigative research 
activities were not permitted or not possible at a given time. ). 
Johnson's (1992, p. 203) Classroom Observation Instrument has been studied for this 
section of the research and elements of the approach have been adopted for use during 
lesson observations. The three key elements of note taking are; (1) the highly structured 
section, including classroom composition, use of staff with students, how the students 
have been grouped, the type of instruction and the language used in the classroom; (2) 
the semi-structured section, including interactions between staff and students, how time 
is distributed between activities and how the class progresses; (3) the open-ended section 
which allows for a qualitative description of the classroom activities and atmosphere. 
Only a small number of teachers were prepared to let a native TL speaker observe their 
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lessons. In total, 38 lessons involving nine teachers and fourteen different teaching 
groups were viewed over the three year period. The key observations from this element 
of research are interspersed throughout the thesis when they serve as a relevant point of 
comparison or support for other findings. 
4.2.2 Recording of Oral Examinations 
The use of tape recorders was permitted by the University during three oral examinations 
only. As I was not permitted to witness an oral examination in person, this was the best 
compromise given the situation on the ground at that time. It is acknowledged that the 
presence of the tape recorder may have shaped the nature of the oral examination created 
by the teacher and that it may also have inhibited the students in answering their 
questions, However, given the circumstances, it is accepted as representative of at least 
some teachers' practices during oral examinations. The recorded materials have been 
analysed using the criteria defined in Appendix 17, the details of which will not be 
repeated here. The five distinct stages of the oral examination have been analysed 
individually as follows: (1) the opening exchanges which set the scene for the oral, (2) 
the text read aloud by the candidate, (3) the short series of questions and answers 
between the teacher-examiner and the candidate, (4) the short oral presentation by the 
candidate on a previously prepared topic, and (5) the short series of questions and 
answers between the teacher-examiner and the candidate. A sixth phase exists in the 
form of a short discussion between the two teacher-examiners and while it is not 
analysed in the same manner as the other five sections are, it helps reveal how the 
assessment mark is reached. 
For the five stages of the oral examination, the total number of words spoken by the 
candidate and the teacher-examiner have been counted, both per turn and in total. The 
figures allow for a statistical comparison to be made between the length of each section 
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of the oral in two ways. First the totals for the candidates' monologue sections (2 and 4) 
can be calculated and compared to their totals in the dialogue sections (1,3 and 5). 
Second the total words spoken, by the teacher-examiner can be compared to the total 
number of words spoken by the candidates in the dialogue sections (2 and 4). The nature 
of the exchanges in each oral examination are characterised in order to analyse the nature 
of discourse. The different move types and act types are calculated and compared to the 
results found in the other two examinations to yield quantitative results. 
One further aspect of the oral examinations Which- has been analysed is the verb 
distribution. Given the high level of importance attached to verb forms in UdSUs 
publications, the type and number of verb forms spoken by the candidates have been 
counted in tabular form. The collated results allow for a direct comparison between the 
evidence gained about verbs in other areas of this research: (a) the verbs used in a sample 
section of both the Intensive Method book Ivitskaya, Samarova, and Fletcher (1992) and 
the UdSU variant book of the method, Korneva and Reshetnikova (1989) as detailed in 
Chapter Six. 
4.3 Interviewing 
This has taken place constantly throughout the three years of information gathering at 
UdSU and involves primarily interviews with the FLSP teachers. The topics cover a 
range of issues. The topics in the opening year of data collection were of a general nature 
as I attempted to understand the structures of the FLSP and the University. In time the 
questions became more specifically focused on fewer topics and at times a series of 
interviews were thematically linked as a path of more detailed information was traced. 
Electronic mail has been used weekly during the entire period of research to keep in 
contact with several UdSU teachers. This has proved invaluable in checking some of the 
details from the data collected and seeking clarification of any new issues as they arose 
k 
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from my research, as well as remaining in touch with ongoing events on the ground at the 
University. 
Focusing specifically on the interviews carried out, different strategies have been 
employed in drawing up an interview guide at different stages of the research and range 
from a highly structured interview to an unstructured one. During the first visit in July 
1996,1 employed the unstructured interview but was guided by a series of general aims. 
Given that there were no officially recorded details about how the FLSP was then 
structured or what general strategies guided the teaching of the FLSP teachers, and given 
also that there was also a reluctance to shed too much light on the workings of the FLSP, 
I had to probe teachers in interviews for facts in order to try to build up a picture of the 
practices of the Faculty. During the second, third and fourth visits, the nature of the 
interviews changed as a better understanding and a greater degree of trust had built up 
between the teachers and myself This allowed for an ever increasing degree of 
specificity in terms of the questions asked. As there was less access to the students, the 
same pattern did not come into existence. Their population is a transient one and it 
proved impossible to talk to the same students on each research trip. Finally, notes were 
taken during the course of all interviews. After each interview was completed, I went 
over the notes and any gaps in the detail were filled in immediately. 
Over the three years of data collection, 94 formal interviews were held. Of the 46 
teachers in the English section, ten were interviewed once only. Seventeen were 
interviewed twice and eleven were interviewed on three occasions. Six were never 
available for interview at any time. Of the nineteen teachers in the German section, eight 
were interviewed once. A further four were interviewed twice. Four teachers in the newly 
created French section were interviewed once together in April 1997. In all the above 
170 
Chapter Four 
interviews, the language of conversation was selected according to the one taught by the 
teachers' concerned (i. e. in English, German and French). 
The format of the interviews varied from one to one interviews to group interviews with 
those teachers who worked together in the same host faculty. Often I had very little 
control over the composition of which teachers would be present in which group as 
senior members of the FLSP took charge of organising the arrangements for interview. 
The location of the interviews varied according to the availability of rooms VAthin the 
University. The longest sustained period of interviewing lasted two full weeks in July 
1997 when 34 teachers from the English section of the FLSP were interviewed in groups 
and individually with each interview lasting approximately one hour. The focus of these 
interviews was to ascertain what progress had been achieved over the three years of the 
TEWUS project and to ascertain the nature of issues which still needed to be addressed. 
4.4 Collecting Existing Information 
Data collection took place before, during and after my four visits to UdSU. As mentioned 
in section 4.3, contact with teachers in the FLSP has been maintained during the writing- 
up period of this research which has proved invaluable in writing about the most recent 
developments at UdSU in the aftermath of TEMPUS. There are six main areas under 
which existing material has been gathered. These areas are (1) teaching materials, (2) 
samples of test data, (3) assessment data from some teachers within the FLSP including 
the Preparatory books for the Entrance Examination, (4) information about the learners 
and teachers and their community, (5) TENTUS documentation, and (6) UdSUs recent 
response to the TEWUS inspired syllabus design programme. As this material was 
voluminous, the process of data collation started at the beginning of the research project 
and lasted up until publication of this work. During trips to UdSU, working copies of 
material on UdSU and the FLSP were given to a total of fourteen FLSP teachers to read 
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and comment on. Their feedback proved invaluable in ensuring that a true account of the 
empirical background to this research, as detailed in Chapter Two, has been achieved. 
4.4.1 Teaching Materials Evaluation 
A large representative sample of textbooks is examined with a taxonomy designed for the 
project and with a view to determining the implied teaching methodology. These 
materials were already in the public domain and therefore deserve close investigation. 
The breakdown is 36 Udmurt State University EFL publications, 13 EFL textbooks 
published at Novisibirsk State Technical University, 38 other EFL textbooks published 
throughout the Russian Federation, 31 Czech textbooks and other miscellaneous 
textbooks published in other language teaching cultures. The UdSU materials are divided 
into subjects and book types (for example texts or dialogues) to assist with categorisation 
for analysis. The additional materials from Novisibirsk State Technical University have 
been used to provide greater breadth and provide points of comparison with UdSU's 
books when appropriate. The Czech corpus acts as an external point of comparison for 
Russia with another Slavonic-speaking country which has also benefited from TEWUS 
funding and assistance. 
The'textbook taxonomy' is a naturalistic longitudinal study of the learning process which 
is apparent from an analysis of the materials themselves. The teaching methodology can 
be deduced from a study of these materials. Any teaching materials are designed to 
follow a certain approach to language learning. They seek to form and then direct the 
linguistic behaviour of the learner in order to produce the intended outcomes of the 
educational process. 
In education many statements are made about the stated curriculum and the implied or 
hidden curriculum. At Udsu, up until first contacts with TEWUS, there were no 
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statements of aims or syllabuses formally conceived in writing. The aim of this taxonomy 
is to define the character of the adopted educational model, defining the latter from the 
evidence provided by the earliest books and then tracing its evolution over the period in 
question, highlighting any changes in approach up to and including the effects of 
Western influence through the European Union's TENIPUS Pre-JEP (1994-1995) and 
JEP (1995-1998) projects. The period of textbooks, covered by the research extends from 
1980 to 1998 and is inclusive. The adopted longitudinal approach offers qualitative 
findings which cover a period of almost twenty years in the history of ESP teaching at 
UdSU. 
This textbook taxonomy is wide in its scope and deep in its analysis. The material is 
viewed both as an entity and also according to subjects and methodology type. Where a 
subject area within the FLSP has not produced any in-house material, only an 
explanatory reference is made to the material used. The specific objectives of this section 
are to answer the following questions: 
(1) What educational purposes or objectives do the textbooks have, either implicit or 
explicit? 
(2) What learning experiences are offered by the textbooks to bring about these 
educational purposes? 
(3) How are these learning experiences organised and how effective is this organisation? 
The taxonomy is conceived as an informative document for Western educationalists who 
are unfamiliar with UdSU materials. It draws on the experiences of Western and Russian 
research and reflects the key aspects of methodologies developed in the field of textbook 
analysis, learning taxonomies, curriculum development, formal assessment and second 
and foreign language learning theories. Simultaneously, the work also draws on Russian 
173 
Chapter Four 
educational and psychological theories which are an inherent part of the educational 
i 
system at UdSU, as explained in Chapter Three. 
4.4.2 Samples of Test Data 
Only a small amount of progress test material was made available by three teachers. The 
other FLSP teachers were reluctant to show their materials. In total, eight tests were 
collectea. A reading copy is included in Appendix 19. Of these tests, two are for First 
Year and two for Second Year groups. The remaining four are for Third Year students. 
The nature of each exercise has been identified in order to ascertain what proportion of 
the whole each type of exercise occupies. Clearly there is not enough material from 
which to draw firin conclusions. However, the evidence collected serves a role in the 
triangulation process of providing extra support for other findings elsewhere in the thesis. 
4.4.3 Assessment Data from Teachers Within the FLSP 
There was great reluctance among most teachers at UdSU and primarily among the 
leadership of the FLSP to reveal the results awarded at the end of each academic year. 
There was sufficient evidence to confirm that the results had been centrally collated but 
they were not made available to me. The results obtained for the purposes of this 
research came from four young teachers with whom I had been able to establish a good 
working relationship over a two year period. In total, the summative results for 187 First 
Year students (in the faculties of Philosophy and Sociology, Public Relations and 
Psychology) were obtained for the academic year 1997. In addition, the breakdown of 
results for seventeen individual students in the Faculty of Philosophy and Sociology were 
also given by one teacher. The two different types of evidence provide both breadth and 
depth to this section. They can be used for triangulation with the findings of the three 
sample oral examinations and their awarded marks, thus strengthening the overall 
findings. 
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4.4.4 Information about the Learners and Teachers and Their Community 
There is a very limited amount of detail available in the West about Udmurtia. Mostly, 
detail is limited to a few lines or pages. Over the three years of the data collection period, 
a substantial amount of material from different sources has been gathered. These include 
official Udmurt government statistics made available through a teacher at UdSU, 
reference books on the Soviet Union and Russia, University documentation, interviews 
with teachers and students and of course personal experience gained after spending over 
three months living in Izhevsk during a three year period. More recently, UdSU has 
established its own website which has proved useful for checking any recent 
developments at the university. The information provided in Chapter Two forms the 
backdrop to this book by presenting detail about the situation on the ground at UdSU- 
These findings proved invaluable in Chapter Three in constructing the critical evaluation 
of the theoretical approaches. This evaluation provides the framework for qualitative and 
quantitative results in Chapters Six and Seven. 
4.4.5 TEMPUS Documentation 
Documentation on the principles behind TEMPUS exist in abundance and can be found 
on the Internet. Through my work with The Manchester Metropolitan University I have 
had access and made written contributions to reports prepared by NffvIU for TEMPUS 
dating from the start of the project through to its completion. I have also read the 
TEMPUS evaluation on the project T-JEP-10051-95 and therefore have been able to 
compare the findings made by TEMPUS with the views held by the authorities and 
teachers at UdSU and also by those Western academics who spent time working at 
UdSU. 
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4.4.6 UdSU's Recent Response to Syllabus Design 
Through TENTUS, I organised the production and completion of a First Year General 
English Syllabus to be employed at UdSU for 2,000 students. The Second and Third 
Year Syllabuses were subsequently produced independently by Russian staff. A 
tangential aspect of my research has been to analyse to what extent the Western approach 
to syllabus design has been accepted and implemented by the Russian teaching staff. The 
contents of the syllabuses are not analysed within the research (clearly my close 
involvement in the production prevents this), but the independent Russian development 
and application of the syllabuses throws light on how Russian teachers perceive in 
practice the fusion of both Western materials and Western approaches to syllabus design 
in a Russian context. The main objectives of this section are: 
(1) To analyse the extent to which the First Year General English Syllabus was adopted 
by the FLSP and to evaluate the extent to which the syllabus has evolved in practice since 
its inception during a period without any Western input or influence. 
(2) To ascertain and evaluate the nature of the new EFL Syllabuses for Specific Purposes 
which were designed independently by the teachers at UdSU, based on the original 
model. 
(3) To identify the approach to assessment and review the level of success so far 
achieved. 
(4) To evaluate the extent to which the teachers at UdSU have been influenced 
professionally by the new curricular innovations with which they have been working. 
In Chapter Eight, a recent up-date on the current situation is presented and the 
methodological possibilities which lie ahead for UdSU in this area are explored in 
further detail. 
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4.5 Elicitation Techniques 
Elicitation techniques help the researcher to ascertain key characteristics of the attitudes, 
opinions, perceptions and intentions of teachers and students both in groups or 
individually. Three questionnaires were distributed: (1) a teacher perception 
questionnaire, (2) a student perception questionnaire, and (3) a student attitudinal 
questionnaire. As the focus of the research question is ESP teaching at UdSU and in 
particular whether there is quality in the EFL teaching in the FLSP, the framework for 
these three questionnaires was established in the early stages of the research project. The 
perceptions of FLSP teachers about the strategies which they use in the classroom 
(Questionnaire 1) are compared with their students' perceptions of what they experience 
in the classroom (Questionnaire 2). While the teachers indicate how frequently they use 
each of the listed strategies, the students comment on the degree to which they like or 
dislike the same. A comparison of the two sets of results indicates whether the FLSP 
teachers are delivering a product which the FLSP students like or not. Where there is a 
high correlation, this infers that the teachers are delivering a good standard of teaching in 
UdSU terms. Where there is a low correlation, the reverse is true. The findings of the 
student attitudinal questionnaire (Questionnaire 3) provide a different but related 
outcome. The questionnaire seeks to establish in an indirect manner (unlike 
Questionnaire 2) whether the students have a positive or negative general attitude to 
English as a foreign language. In fact it attempts to categorise the nature of the students' 
attitudes and seeks to ascertain if there is any connection between learner experience and 
learner attitude to TL learning at UdSU. Finally the data obtained from Questionnaire 3 
are analysed statistically with the data from the other two questionnaires in order to 
ascertain whether and to what degree (1) the teaching matches the likes of the learners 
and (2) the teaching has an effect on the learners' attitudes towards the TL. 
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4.5.1 Teacher Perception Questionnaire (Ql) 
There were 22 respondents to Questionnaire I (hereafter known as Ql), representing 
over half of the EFL teaching population. The questionnaire was distributed at the start of 
a seminar about Western teaching strategies. Attendance at the seminar was optional for 
all teachers, but everyone who attended the seminar completed the questionnaire. 
Nevertheless, a broad cross section of the teachers did complete the form, ranging from 
the ages of early twenties through to late fifties. The clear majority of respondents were 
younger teachers (i. e. under thirty-five years old) which is reflective of the FLSP teaching 
pool. Consequently, it can be hypothesised that the findings given in Chapter Seven are 
broadly representative of the teaching styles experienced by the students within the 
English Section of the FLSP. 
Classroom observation and teacher interviews had already been carried out during the 
first year of the research and these helped to shape the nature of Questionnaire 1. There 
were three main objectives behind its construction: 
(1) To identify the principal teaching strategies employed by the FLSP teaching 
population at UdSU as perceived by the teachers. 
(2) To observe if there were strong similarities or differences in style among the various 
teachers. 
(3) To compare and contrast these findings where appropriate with those gathered 
through classroom observations, teacher interviews and the textbook taxonomy. 
The questionnaire had two distinct sections to itwhich were distributed separately: There 
was a list of (i) 35 different teaching techniques for the classroom and (ii) seven different 
homework tasks. As teachers were required to select a letter which matched the 
frequency with which they perceived to use a technique, it was felt that the total length of 
thirty-five entries was acceptable for the purposes of the questionnaire format. Care was 
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taken in the formulation of the exact wording of each question which involved carrying 
out trials on the questionnaire with a teaching group at the University of West Bohemia 
in the Czech Republic. It was felt that the findings of the questionnaire could have been 
affected if the trial had been carried out on the UdSU teaching population itself. The 
results of the trial led to no changes in the nature of the questions, nor in their ordering, 
but word changes were carried out to ensure clarity. 
The criteria for the selection of questions had to be limiting as the list of teaching 
techniques could not be a fully comprehensive one, but rather one which reflected 
already the nature of teaching at UdSU. From previous lesson observations and the 
analysis of in-house publications (See the results obtained from the taxonomy in Chapter 
Five), many characteristics of the UdSU staff members' teaching were already evident. 
All four key skills, namely speaking, reading, listening and writing were represented as 
well as some multi-skilled activities. The questions reflect both Russian and Western 
approaches to FL teaching. The questions related to the distinct skills were listed in 
groups as much as possible to enable the teachers to record differences in teaching that 
skill. 
The breakdown into skills serves as a way of collating the data into sub-groups. 
Reference has been made to Second Language Acquisition theories to acknowledge, 
where possible, all skills involved in an activity. The section on multi-skilled activities 
confirms this. The speaking/listening activities range from repeating words aloud after 
the teacher to full dialogues, both of which appear in the early stage of FL acquisition. 
This evolves through to teacher-controlled short structured conversations and on to the 
non-teacher-controlled acting out conversations in front of the class. The other 
subsections follow a similar pattern. It must also be noted that where an activity is multi- 
skilled, it is present in the subsections of both skills for statistical balance. 
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The closed question format was selected to oblige the teachers to make a clear decision 
about their teaching methodologies. A previous questionnaire distributed on the first visit 
to UdSU used open questions which provided much useful background information. 
However, it was felt that too many questions were left unanswered by teachers. Reasons 
for this outcome include (i) because they did not understand certain questions, or perhaps 
more accurately, (ii) because they did not want to answer them. Care was taken to offer a 
limited number of answers which reflected the range of possible ones. For each question, 
the teachers had to choose a letter from the following: A- every lesson, B- 2/3 times per 
week, C- once a week, D- once a month, E- once a year and F- never 
The letter value system was employed to remove any sense of numerical value, though 
the results collected were to be given a point value ranging between 0 and 5 where the 
lowest score equated to F and the highest to A. This facilitated the process of working 
out a mean score for each of the 42 categories (grouped as 35 classroom activities and 7 
homework activities) which in turn created a rank order of the most and least commonly 
used teaching strategies. The point system also meant that an individual teacher's score 
could be compared with the strategies employed by colleagues. The F value means that a 
technique has never been used and is thus given a zero value. As the total number of 
teaching hours varies from one host faculty to another and even from year to year within 
one faculty, I decided that the B descriptor '2-3 times per week' would cover all such 
variations. 
It is conceded that the ability to rely on all answers given by the teachers as honest ones 
will always remain questionable because of the nature of the self-report approach. In the 
UdSU context, the issue is further complicated for several reasons: (i) due to a system 
where the desire to be seen to do the right thing is prevalent, some teachers may choose 
to answer according to what they perceive that the researcher wants to read: (ii) there is a 
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strong tendency to conceal the true nature of how the individual teacher actually teaches 
due to feelings of insecurity or inadequacy. To counter these problems, anonymity was 
guaranteed so that the teachers would be encouraged to answer more openly. 
Furthermore, no prior notice of the questionnaire was given. It was felt that this would 
encourage more spontaneous and therefore less inhibited responses. It should be noted 
that all teachers are referred to using a letter from the range A to V when comments are 
made. This was to ensure anonymity. 
4.5.2 Student Perception Questionnaire (Q2) 
The second stage of the quantitative research focuses on the FLSP students' perceptions 
of their learning experience, using the same range of teaching and learning experiences. 
The aims of Questionnaire 2 (hereafter known as Q2) are: 
(1) To identify the key teaching straiegies of UdSU teachers' methodologies as perceived 
by UdSU students who learn ESP and to define the nature of the learning experience 
delivered in UdSU classrooms from a student perspective. 
(2) To create learner perception profiles. 
The 92 respondents surveyed comprise 51 first and 41 second year students. They come 
from thirteen different classes and have nine different teachers, who in turn completed 
the teacher questionnaire. The range of students and faculties is limited by the 
willingness of teachers to allow their students to participate in the questionnaire. While 
the restrictions pre-vent an all Faculty analysis of student perceptions, the findings of this 
research are representative of the three faculties listed in Table 19 below. The 
distribution of faculty origin is as follows: 
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Table 19 
Table Showing the Distribution of Faculty Origin of the Students Surveyed in Q2 
Sociology and Philosophy Law History Total 
First Year 18 16 17 51 
Second Year 13 15 13 41 
Total 31 31 30 92 
Next, Table 20 shows that there are 71 women and 21 men in the survey. The 
distribution reflects the student numbers in the three 'host' faculties but is not 
representative of all faculties. While numbers cannot be compared directly, it can be 
observed if there is an equal proportional distribution between the sexes. It must be 
pointed out that the distribution of ages is not directly related to the year of study. There 
are examples of a 17-year old student being in the same first year group as a 21-year old. 
Therefore, this aspect does not fonn part of the analysis. The distribution of the students' 
gender and age ranges is as follows: 
Table 20 
The Distribution of Age and the Sex of the Students Surveyed in Q2 
Age Women Men Tota 
17 17 5 22 
18 37 12 1 49 
19 11 1 41 15 
20 3 0 3 
21 3 0 3 
Total 71 2 92 
Before completing the questionnaire, the students Nvere asked to note down which 
countries they had visited outside Russia. Only eleven (12%) have ever been abroad. Of 
these eleven, only four have visited an English speaking country, in all cases the United 
Kingdom. The list of other countries visited (with the number of students in brackets) is 
Poland. (three), Bulgaria (two), Germany (two), Ukraine (two), Finland (one), France 
(one), Hungary (one), Italy (one), Luxembourg (one), Turkey (one), United Arab 
Emirates (one) and Yugoslavia (one). These findings appear representative of the entire 
student population. Therefore it can be said that there is an extremely limited first-hand 
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knowledge of foreign culture within the student population at UdSU. : rhese figures 
confirm the statements made in Chapter Two about (i) the complete isolation of UdSU in 
Izhevsk and Udmurtia at large and (ii) the effects which the geographical, political and 
economic realities of both have on the students. 
The student questionnaire contains the same lists of 42 statements as in the teacher 
questionnaire. The use of letters remains the same also but this time they represent the 
expressions of opinions: strongly agree (A), agree (B), uncertain (C), disagree (D), 
strongly disagree (E) and not done in class (F). The same numerical scale is used to 
provide statistics of a non-parametric nature. These responses were awarded points on a 
scale from I to 5 with 5 being equal in value toA! or'like a lot'and I equal in value to F 
or'dislike a lot'. The F response was awarded a zero value because the student would not 
have been in a position to give a value judgement on something which he had never 
experienced. 
A similar rigor was established for the completion of the questionnaires as was employed 
in Questionnaire 1. This included a trial questionnaire at the University of West 
Bohemia, a closed question format and an anonymous questionnaire return. Upon 
completion of the questionnaires, the individual scores between 0 and 5 were transferred 
into a database. The statistics have been analysed in tabular form to yield the following 
results: (1) The mode, mean and median score for each question. (2) A rank order table 
of the most and least popular classroom activities among the students. (3) An internal 
analysis of preferences within each of the seven categories. (4) The overall ranking of 
individual student responses. (5) Learner profiles of the students at UdSU, both of a 
general and a specifically individual nature were established. Utilising the original 
database, the total, mean, mode and median scores of each student have been calculated 
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for the seven sections. The findings were then ranked within each section and overall. (6) 
i 
An investigation of any differences in attitude between male and female students. 
4.5.3 Student Attitudinal Questionnaire (Q3) 
It is not the aim of this research to seek answers to all questions on motivation but to 
engage an area which can contribute to the overall understanding of the teaching and 
learning situation at UdSU. However, in order to contextualise the issue of motivation, it 
is essential to provide a detailed overview of the non-quantifiable issues of motivation 
which affect teaching and leaming at UdSU. 
There have been many attempts in the field of Western applied linguistics to characterise 
'motivation! but none of these definitions are wholly appropriate to describe motivation in 
a Russian context. Russia itself has a long tradition in this field and provides a crucial 
point of comparison for Western perceptions. References to the latter have been built 
into the section below. In the case of UdSU, the task is further complicated by the nature 
of the learning establishment, the teachers and students and the isolated geographical 
location of 1zhevsk and Udmurtia itself. 
Motivation is defined as the reason or reasons one has for acting or behaving in a 
particular way; the needs or wants that inspire individual motivation (which can be of 
both a positive or negative nature); the general desire or willingness of someone to do 
something. There are two key overarching themes, namely. (1) the causes for motivation 
which a learner brings into the classroom (i. e. internal sources) and (2) the motivation 
which he has during the class (i. e. external sources). McDonough (1986) frequently uses 
the term 'causes of motivation' and others talk of the 'sources of motivatiow. However, in 
the Russian context, this description is not precise enough. At UdSU the sources of 
motivation are intertwined between the internal and external factors of motivation 
184 
Chapter Four 
affecting the student both outside and inside the classroom. Some of these aspects are 
observable and therefore do not require further analysis through the form of a 
questionnaire while others do. The following analysis and definition of different types of 
motivation elucidate the topic. 
(1) Factors from Outside the Classroom Brought in by the Learner 
(a) Maslow's (1954) Theory of Basic Human Needs 
Maslow's approach is now nearly forty years old, but in part because of its age provides 
categories which are appropriate for examining UdSU. He begins with the lower needs 
before progression to the upper needs, which lead to self-actualisation and therefore 
achievement. The five steps given below have been adapted for the Russian and 
specifically UdSU contexts in order to identify whether the lives of the UdSU students 
fulfil the Maslow criteria. 
(i) Physical Comfort 
Maslow expects that students have decent accommodation and can afford to buy 
sufficient food. At UdSU, the University refectory is adequate and provides relatively 
good quality food. However, some students lack the finances to buy basic provisions. 
Students at UdSU continue to live four to a room with little space and basic (in Western 
terms poor) sanitary hygiene. The state of teaching accommodation is often old and 
dilapidated. The state of University toilets is at the worst level which may be 
encountered anywhere. 
(ii) Safety and Shelter 
Maslow expects that 1zhevsk has its social problems like other Russian cities. While 
violence is on the increase, living there remains relatively safe. 
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(iii) Love and Belonging 
Maslow expects that there is a great sense of communal spirit which is more lacking in 
the West. 
(iv) Self-esteem 
Maslow expects that there is substantial prestige attached by families and society at large 
when pupils progress to university. This is most notable in the way in which the students 
dress for all examinations. During the lessons, however, the teaching approach is 
teacher-centred which does not promote independence. There is now a divergence 
between the younger and older teachers at UdSU. The latter are more traditional and less 
likely to change their approach to teaching while the former are more flexible and able to 
offer a greater variety of teaching which includes a greater degree of independent 
learning. Student self-esteem can flourish when given room to do so but the Faculty's 
teaching strategies do not really take this into account. 
(v) Self-actualisation 
According to Maslow (1954), the teacher needs to be enthusiastic and supportive by 
encouraging projects and plans and to promote optimism by being positive about the 
future. At UdSU this can and does happen on an individual basis between the teacher and 
student but there is no institutionalised, approach. Unfortunately, the present economic 
conditions in Russia and future prospects for current UdSU students are not good. This 
reality is difficult for the students to ignore. 
(b) Integrative 
This is when the student wishes to identify with another ethnolinguistic group. This 
process can be graded in steps from meeting TL speakers in one's own country, through 
to living and working in the TL country. At UdSU, as Russia descends further into social 
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and economic disorder, there will be learners who wish to leave Russia and work abrgad 
but the opportunities are restricted. Prior to Glasnost, contact of any nature was entirely 
lacking in Russia due to the government's centralised ideological control (Ter-Nfinasova, 
1996, p. 10). In the case of students from Udmurtia, the isolated geographical location 
and the political reality that the Republic was closed to foreigners emphasise yet further 
the students' low level of knowledge of TL culture in attempting to: (1) understand, (2) 
accept and (3) integrate with it. Until recently, UdSU students have had virtually no 
opportunity to meet foreigners or travel outside Russia. Many have never met a foreigner. 
The student perception questionnaire reveals that by 1997 over one third of UdSU 
students were still to meet a foreigner for the first time. Prior to 1994, the same could be 
said of almost all teachers except those that were ideologically sound and therefore 
allowed to visit target language countries. Even today, over one third of the staff have not 
been to the West. 
(c) Instrumental 
This occurs when the learner is motivated to learn the L2 for utilitarian purposes such as 
furthering a career, improving social status, meeting an educational requirement, 
travelling or using the Internet. In theories of andragogy (teaching adults), external 
factors such as promotion increase motivation while internal motivating factors such as 
self-esteem and increased job satisfaction provoke the same. The fact that some students 
now have access to authentic TL texts through the Internet means that they have instant 
and up-to-date information about the TL countries. In the field of business and 
commerce, English has become the international language for all nationalities. Therefore 
it is imperative that the UdSU students can communicate properly in English. 
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(2) Factors from Within the Classroom 
(1) Situational Motivation 
This involves the language learning which takes place. It is hypoth6sised that language 
learners living in the TL culture often experience high motivation while the classroom 
leamer experiences low motivation. In the context of UdSU, all language learning 
activity takes place in a classroom and motivation must therefore be lower than the 
former type of FL learning. The Intensive Method is one teaching technique employed to 
combat this lack of authenticity. The suspension of reality and the notion of learner 
infantilisation are crucial in this process. 
(2) Task Motivation 
This concerns the effects of individual language learning tasks on the leamer and is" more 
easily influenced by the teacher. Ter Nfinasova (1996) characterises the Russian 
approach to FL teaching in three ways: (1) It contains depth, thoroughness and perfection 
whereby the student is given a deep thorough knowledge of vocabulary and grammar 
regardless of his level or orientation. (2) Foreign language teaching is a mass system in 
which the individual's needs are neglected for the sake of the entire group's. (3) The 
approach has a solid theoretical basis which provides all the answers for the teacher in 
the different areas of study (Ter-Nfinasova, 1996, p. 12). The findings from the 
comparative study on teachers! teaching strategies and the students! perceptions of those 
strategies reveals that there is a correlation between the two. 
The long-standing Russian tradition of overloading students with hours of classwork and 
homework leads to a situation in which the vast majority are unable to organise their own 
work properly. These demands are often unrealistic and therefore the student becomes 
more selective in what he chooses to complete or even which classes to attend. At 
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examination times this leads often to last-minute cramming Cshturmovshchina! ) or to 
k 
cheating. 
The issue of task motivation is analysed under the following headings: 
(a) Teacher I 
This concerns the personality and drive which a teacher shows in the classroom to 
motivate the students. UdSU has many dedicated teachers but there is no positive 
incentive or negative sanction for effective or ineffective everyday teaching from the 
University authorities. Consequently, there is little external motivation to perform well or 
improve one's own teaching performance. The teacher, however, may have the internal 
motivation to do a good job for himself and/or for the sake of his students. In the days of 
Communism and to a great extent currently at UdSU, promotion is achieved not by what 
the teacher has achieved but by whom he knows. Furthermore, there is a dearth of male 
teachers in the FLSP due to the low salaries. This creates a female-dominated teaching 
population which gives an imbalance to the learning experience to students, especially to 
male students who have few male role models in FL learning. 
(b) Other Students 
The sense of the group ethos in still influential in Russian post-Communist society. 
Students do not want to let down the group. Consequently, there is a willingness to help 
weaker members of the group. This can go as far as helping a fellow student in an 
examination. Cheating in written examinations is endemic in Russian academic 
institutions and UdSU is no exception. Avis (1990, p. 94) quotes Russian research on 
cheating at tertiary level to be at a staggering 73% of the student population. 
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(c) Physical Environment 
Learning can be enhanced when the leaming environment is suitable. This has been 
recognised in Russian pedagogy and is best represented by the Intensive Method which 
accords great importance to comfort and relaxation. There are however financial 
constraints on most institutions. UdSU is no exception in this regard which means that 
the complete Intensive Method environment is not offered to students. Isolated examples 
of a proper Intensive Method classroom can be found elsewhere in Udmurtia, for 
example at Glazov State Pedagogical Institute. 
(d) Previous Learning Experience 
The students have seven years of English already, which obviously affects their attitude 
in class. This goes back as far as the beginning of the students' first encounter with the 
TL. Douglas Browns (1980) acculturation model is relevant here. He identifies four key 
stages in the relationship with a TL which are: (1) excitement and euphoria about 
learning a new language, (2) the culture shock which sets in when the learner realises 
that it is not so easy, (3) culture stress and recovery set in as the learner battles to 
overcome any difficulties and finally (4) full recovery when the learner is at ease with the 
language (Douglas-Brown, 1980, pp. 158-159). UdSU learners should have passed 
beyond stage two. They should be spread across levels three and four. 
(e) Social Environment 
A student will find a foreign language motivating if his peers are also interested in the 
language. Feelings of uncertainty and dissatisfaction (also known as- anomie) can spread 
as fast as a sense of relaxation and enjoyment. Often it is due to stronger personalities 
within the group who try to dominate or control the atmosphere. Any teaching strategy 
must deal with this scenario and ensure equally that the quieter student also has an 
opportunity to learn. 
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(f) Language Class Source Material 
The nature of the material used in class can both encourage and dishearten the learner. 
Until glasnost, the teachers and students did not have access to any current material 
about the target culture. Greater exposure to Western society and culture makes the job 
of finding relevant yet interesting material for classroom teaching all the more difficult 
as the materials used must compete to keep the interest of the students amid other 
student influences. 
(3) Need-Achievement 
Need achievement is produced by the desire to succeed or at least to avoid failure. The 
minimum standard required varies from one educational system to the next. In Russia, 
the stildents must obtain a pass score. Essentially, this is all that really matters for 
students of ESP because FL courses do not form the main part of their studies. There is 
little chance of a student failing an examination. In fact, as there is a global pass or fail 
system with only a range of I to 5 used for all levels of ability, it is wiser for a student 
not to perform to the best of his ability in case he is shifted into a more advanced class 
where he might perform worse and ultimately achieve a lower score. Instead, it is better 
not to perfonn at one's best throughout the year and then just to put in enough effort to 
score a respectable grade (most frequently a5 or a 4). Avis (1990, p. 94) writes of the 
three-part psychology or 'psikhologiia troika' (the why-get-more-than-just-satisfactory- 
marks syndrome) and links this to a widespread cynicism among Russian students about 
the value of academic study. The same comment applies to UdSU. 
(4) Aspiration 
The level of difficulty of a task which a person would elect to perform, can be chosen on 
the basis of previous failure or success at similar tasks. The theory posits the notion that 
the individual will wish to attempt the most difficult tasks which he can do in order to 
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reach a higher level of attainment. In the UdSU system which, in theory, emphasises 
structural accuracy and penalises all Mistakes made, learners will opt to perform at levels 
well below their true ability level so that they may succeed. Within this context, success 
may breed motivation but is more likely to breed apathy and boredom. Aspiration theory 
suggests generally low motivation within an UdSU context. 
(5) Attribution 
Skehen (1989) identifies four factors which can be attributed to motivation. They are: 
(a) The Ability of the Learner and (b) The Difficulty of the Task 
Both of these are constant factors which cannot be affected by the individual. Students 
who think that learner ability is the cause of success have low motivation as they believe 
that there is nothing which they cando to change, the situation. The students ability to 
tackle a difficult task is dependant on the same. Both notions would have had little 
impact on Soviet philosophy as Soviet meant 'excellent' and the philosophy emphasised 
the ability of all to succeed. The central planning aspect of the Soviet era also meant that 
students were being presented with materials which they could achieve. This research 
observes to what degree both factors influence students at UdSU in the post-Soviet era. 
(c) The Learner's Effort 
Students. who believe that their own efforts can help them succeed, are motivated. This is 
born out in discussions with UdSU students. However, they place more emphasis on an 
ability to understand and use General English. 
(d) Luck 
This is relevant in many education systems through the practice of superstitious routines 
prior to sitting an examination or even during it. The range of possibilities includes a 
specific morning routine, praying and carrying mascots or a lucky charm. Skehan views 
this as a further cause of motivation because the student is in effect motivated to try and 
influence his luck. In the process he might just learn some language. At UdSU, the 
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students can influence events more directly when they draw a card from the range 
I 
offered by the teacher-examiner and this card determines which area the student will be 
examined on. To this end, mascots are frequently used by students at examinations. 
Objectives of Q3 
The objectives of this section have been set within a framework of statistical tests to 
analyse objectively whether the findings fall within accepted statistical boundaries. The 
objectives incorporate: 
(1) Identifying the key attitudes for motivation of UdSU students in learning English as a 
Foreign Language by creating learner profiles through a process of self-reporting. Are the 
findings an example of 'set' (i. e. a short-term instantaneous orientation) or evidence of a 
proper attitude (i. e. a permanent outlook)? 
(2) Assessing if their learning experiences have any effect on these attitudes. 
(3) Observing general comparisons and contrasts between male and female students. 
The list of questions was compiled after research revealed two issues: (1) Little previous 
literature exists on similar projects and (2) after preliminary visits to UdSU to establish 
what would be feasible, given the Russian reality and in particular the realities of the 
system at UdSU. The questionnaire takes into account all relevant literature in the related 
field. The questionnaire format presented to the students is similar to that used by 
Clement and Kruidenier (1983). The latter was aimed at a school population in England 
and Wales and uses a simple style of questioning which focuses on finding answers to a 
limited number of questions by asking the same or related-questions in another way. This 
allows for confirmation that the student has understood the key questions and also that he 
is consistent in his reply. The repetition of similar questions allows the researcher to 
refer to Gardner and Lamberfs (1972, p. 15) motivation intensity scale which proves a 
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useful tool in establishing which students have a strong persistent motivational intensity 
and those with few or no signs of interest. 
The questionnaire has four distinct subsections of differing length containing 38 related 
statements. The latter are spread at random throughout the questionnaire. The four 
subsections are: (1) the usefulness of English to the students at UdSU, (2) how much 
enjoyment the students at UdSU experience in learning English, (3) what difficulties the 
students at UdSU have with the language, and (4) what contact the students at UdSU 
have with English native speakers or other English speakers. At the time of compiling the 
questionnaire, it was felt that it would have been wrong to create four equally 
proportioned sections. First, such an action would have been an artificial exercise and 
second, it would. not have taken into account the full requirements of such a 
questionnaire for the situation at UdSU. Furthermore, some sections covered a wider 
spectrum than others, when subdivided, e. g. Usefulness and Contact with a Foreign 
Community with four and five subsections respectively. Once analysed individually, the 
four subsections allow for a further degree of analysis in the form of an internal 
comparison between the four subsections. The four subsections are divided into further 
subdivisions and allow for further scrutiny of the UdSU students' attitudes under further 
headings given below. Note that those statements marked thus * require a low score on 
the Likert-type scale as they were written in the negative form on the original 
questionnaire when distributed. 
(1) Usefulness 
(a) How useful will English he after university to them? 
31 do not want to learn any more English after I leave university. 
II English will be useful to me after I leave university. 
13 1 would like to get a job where I could use my English. 
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23 1 do not need English for what I want to do after my studies. *k 
35 English is no use to me as I do not want to go to an English speaking country. * 
(b) How relevant is learning English to them at present? 
2 There are many more important things to learn at university other than English. 
10 1 learn useful things in my language classes. 
12 Learning English is a waste of time for me. 
(c) How useful areforeign languages in general to them? 
14 1 would like to be able to speak several foreign languages. 
15 1 am not interested in learning foreign languages. 
(d) How does their family react to the news that they are learning English as non- 
specialists? 
41 think my family is pleased that I am learning English. 
(2) Enjoyment 
(a) Do they have a positive attitude to learning English? 
I English is one of my favourite lessons. 
18 1 like English classes most of the time. 
22 1 like learning new words. - 
33 English lessons are usually boring. 
(b) Does their ahility in English affect their attitude? 
91 do not like English because I am no good at it. * 
28 1 enjoy English because it seems easy. 
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(3) Difficulty 
(a) Do they have a general perception that English is easy or difficult? 
6 English is one of the easiest lessons in my course. 
16 1 am better at English than I am at other subjects. 
21 English is too difficult to understand well. 
24 English is easy if you try. 
(b) Do they have a negative perception ofthennelves as learners? 
311 am not good at English. * 
34 1 am quite good at English. 
(c) How do they find learning English? 
81 find English more difficult than other subjects in my course. * 
26 1 find it hard to remember words in English when I speak. * 
(4) Contact with the Foreign Community 
(a) What do they think about contact with native speakers ofEnglish? 
19 It is a good idea for Russian students to have an English speaking penpal. 
25 1 never get a chance to practise my English outside of class. 
32 1 would like to meet some English speakers. 
38 1 would be interested in meeting up with English speaking students during their visits 
here. 
(b) What perceptions do they have ofliving in an English speaking country? 
71 would like to live in an English speaking country. 
36 1 think it would feel strange staying in an English speaking country. 
37 1 would like to live and work in an English speaking country. 
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(c) What attitudes do they have about visiting Great Britain? 
51 would like to go to Great Britain one day. 
17 1 am not interested in going to Great Britain. * 
(d) What attitudes do they have about visiting the United States ofAmerica? 
20 1 am not interested in going to the United States. * 
27 1 would like to go to the United States. 
(e) What attitudes do they have about visiting any country in the West? 
29 1 wn not interested in learning about other countries. * 
30 1 do not think that I will ever visit the West. 
When compiling the questions for Q3, the intention was to retain a balance between 
positive and negative statements towards a particular factor. In some cases, there is a 
certain amount of duplication using a different form of expression which should help to 
elucidate the attitude of the individual student still further (see Statements 21 and 24) 
and reduce the possibility of misleading results. Students may not necessarily respond 
consistently to these questions but may modify their view slightly. An attempt has been 
made to keep the language relatively simple by using straight forward expressions in the 
hope that the students should not encounter any difficulties of comprehension As a 
result, students should have been able to answer more naturally. Where possible, 
statements with which the students can identify in a UdSU context have been included 
(See Statements 19 and 30). A trial application of the questionnaire was made at the 
University of West Bohemia in the Czech Republic prior to this sample. 
This questionnaire contains a list of 38 statements next to each of which "ras a Likert- 
type scale which goes from 'strongly agree' to 'strongly disagree, using a letter code 
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system. The students were asked to select the letter for the response which Post 
appropriately reflected their own view. In each case the following set of codes was 
employed: A (Strongly agree), B (Agree), C (Uncertain), D (Disagree) and E (Strongly 
disagree). A numerical scale was used to help calculate numerically the responses given 
by the students. These responses were awarded points on a scale from I to 5 with 5 being 
equal in value to W or 'strongly agree' and I equal in value to 'F or 'strongly disagree'. 
However, due to the goal of trying to create a balance between positive and negative 
statements, where a statement was negative then a5 would be awarded for a letter U or 
'strongly disagree' and I for an W or 'strongly agree. The statements marked thus * in the 
four sections above would therefore carry the reverse value of those which remain 
unmarked, with a 'C' retaining the constant value of 3. The sole reason for this was to 
facilitate analysis, as all scores coul4 then be counted positively in points tenns. Upon 
completion of the questionnaires, the individual scores between I and 5 were transferred 
onto the questionnaire sheets returned by the students before being transferred onto a 
database for all sheets completed. 
4.6 The Importance of Case Study and Triangulation in this Research 
Elements of research in the field of Case Study have proved useful for imposing greater 
structure on this research. A combination of an interventionist methodology which has 
been used to discover the cause and effect relationship between factors and a 
hermeneutic methodology which concerns iteration, analysis, critique and then 
reanalysis, has been employed. Johnsoes (1992, p. 83) five key methodological issues 
concerning Case Study have helped to formulate the adopted approach. They are: 
(1) The initial problem formulation which arises from a knowledge gap in research. 
Since the introduction of TENTUS in the Russian Federation, it has become evident that 
there is a dearth of knowledge about Russian EFL teaching methodologies in the West. 
The unit of analysis in this research is specifically the teaching methodologies and their 
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variants employed at the Faculty of 
k 
Languages for Specific Purposes at UdSU. A by- 
product of this Case Study research is the tangential information obtained about specific 
teachers and students. This holistic study of the teaching situation at UdSU in its 
naturally occurring environment can reap rich detail for other researchers in the field 
because such work has not been carried out on a TENTUS-funded faculty in a Russian 
'country' university. 
(2) The boundaries of the Case Study have to be determined. 
In order to fully understand the complexities of the unit of analysis, a series of 
connections between the different factors involved and the relationships which each 
factor has to the whole must be systematically uncovered. This has been achieved with 
the following result. The original scope of the research was much broader at the start but 
incorporated all the areas covered in this work, including. a more substantial comparative 
element between the institutions of Novisibirsk State Technical University in Russia and 
the University of West Bohemia in the Czech Republic. From the outset, it was intended 
to focus on both the teaching and learning at UdSU but it proved difficult to obtain 
reliable data on the learning outcomes of the UdSU students, due to bureaucratic 
difficulties during the period of data collection. As enough material had been obtained 
about the teaching aspect of the research by the time the latter had become apparent, the 
decision was taken to reduce the breadth of the research in favour of more specific and 
reliable information. Due to the sheer quantity of data gathered, it was decided to 
relegate the material on Novisibirsk State Technical University and the University of 
West Bohemia to a role of much lesser importance but to retain some of the early 
findings for comparative and contrastive work on the findings of the UdSU data. 
(3) The aim is to construct the methodological framework by which the Case Study 
will be bound through the collection of evidence of empirical and theoretical data. 
Of particular value is the American multimethod framework of Second Language 
Acquisition research which allows for both a longitudinal qualitative and a cross- 
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sectional quantitative approach. One key strength of the multimethod approach is that it_ 
allows for classroom processes to be clarified further by contextual conditions. The 
importance of ethnographic work in this research cannot be overemphasised because the 
unique nature of the UdSU environment has a profound effect on teaching and leaming 
in the FLSP. Where appropriate, the evidence gathered from multiple sources can be 
used for Triangulation which will serve to remove research bias and help validate similar 
findings. Within the UdSU context, this is of prime importance because of the extremely 
difficult circumstances under which the research has, at times, been carried out. Diagram 
18 below presents the overall structure of the Triangulation which takes place throughout 
the research. Due to the difficulties encountered during data collection, validation of 
each key finding is required from at least two other sources in order to confirm the 
original, finding. There are three key areas from which information is drawn. They are 
empirical evidence, analytical evidence and theoretical evidence. The latter also 
incorporates the area of how theory is put into practice at UdSU. Within each of the three 
areas triangulation occurs again. The empirical evidence elucidates the background of 
UdSU and the FLSP as well as its teachers and students. The theoretical evidence draws 
on the three strands of Western, Eastern European and Russian methodologies. The 
Russian methodologies subdivide into Kitaigorodskaya's Intensive Method, the 
Milashevich Method and a general survey of methodology contained in Russian 
textbooks. Shadowing these three elements are UdSUs variants of each. These three 
UdSU variants offer a further triangle of information which can be compared to the 
general Russian trends. Attached to the theoretical strand is the issue of assessment at 
UdSU. There are four key elements to UdSUs approach. They are the Entrance 
Examination, the Placement Test, progress tests and the end of year oral examination. 
The third major area contains the analytical conclusions which can be drawn from the 
three questionnaires which offer quantitative findings. The first of these is the teacher 
perception questionnaire on the strategies which the FLSP teachers use in the classroom. 
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The second questionnaire involves the same teaching activities on which the students 
must express a degree of like or dislike. The final questionnaire seeks to ascertain what 
effect EFL teaching at' UdSU has had on FLSP students through an attitudinal 
questionnaire. 
An example of how triangulation works in practice can be described as follows: the 
lesson observation of teachers has revealed specific teacher approaches and subsequently 
the appropriateness of the methodologies used by individual teachers. The results of this 
are compared to the teachers' perceptions of what they think goes on in their own 
classrooms through the use of questionnaires. 
As Triangulation occurs constantly throughout this research, it would be cumbersome to 
indicate all forms of Triangulation through the written medium. Instead, Diagram 18 
below shows the series of smaller and larger triangles which are frequently 
interconnected in a solid framework because the findings in one area are always 
supported by findings from another related area of research. 
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(4) The analysis of the data through qualitative and quantitative means. 
Data Analysis Procedure 
Three different statistical tools have been used to test the validity of key qualitative and 
quantitative findings in this research. The tests used are non-parametric because they do 
not meet the conditions for the parametric --- or mests. These are the Mann-Whitney U- 
test, the Spearmans Coefficient of rank correlation and the Chi-Square test. 
The Alann-Whitney U-test 
This test assumes an ordinal level of measurement and is based on the rankings of scores 
from two independent sets of data by two independent populations. When the two sets 
are ranked together, they should provide a random distribution according to the null 
hypothesis. The significance level is calculated at the 5% level and the test is non- 
directional. 
The Mann-Whitney U-test is used in Chapter Seven to test if the distribution of results 
between the four subsections of Q3 is random. By using this tool, it is possible to identify 
if, and to what extent, the four motivational factors (enjoyment of the TL, usefulness of 
the TL, contact with TL speakers and the difficulty experienced by the learners in 
learning the TL) are interrelated in terms of how they influence the FLSP students' 
motivation to learn. 
The Spearman's Coefficient of Rank Correlation 
Instead of using the variables of two sets of results, we can rank them in order of size, 
using the ordinal numbers 1,2,3 etc. A correlation coefficient can be determined on the 
basis of these ranks to determine the extent to which the two sets of results are 
correlated. 
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The Spearm&s Coefficient of rank correlation proved most appropriate in Chapter 
Seven for Questionnaires I and 2. It is evident that the level of correlation cannot be 
measured in units with equal'intervals in the true statistical sense. Consequently, little 
importance can be attached to the magnitudes of the differences between the different 
ratings. However, the view is held that the difference in rank can be taken into account 
for the purposes of identifying any given difference in rank sums under the null 
hypothesis that the samples were drawn from one single population. For this purpose, the 
mean for all 22 teacher and all 92 student responses to each of the statements and 
questions is calculated and ranked from the highest down. Q1 and Q2 are based on the 
same set of responses and therefore the individual subsections are ranked separately. 
Next, the two subsections' results are analysed using Spearmarfs Rank Coefficient 
Correlation in order to assess if there is any correlation (either positive or negative) 
between the two sets of ranks. 
The Chi-Square Test 
The chi-square test allows for a comparison between the observed frequencies in this 
research and those which are to be expected on the basis of some theoretical model or 
hypothesis about the distribution of relevant characteristics. In all cases, the null 
hypothesis is that there is no difference in distribution between observed and expected 
frequencies. 
The chi-square test proved most useful in analysing the qualitative results obtained in 
Chapters Five and Six. The most frequently used application is to test whether two 
characteristics are independent, or associated in such a way that the high frequencies of 
one factor are coupled with the high frequencies of another. In Chapter Five, the degree 
of association in word frequency data obtained from corpuses of UdSU and Czech 
textbooks is analysed using chi-square and in the distribution of verb forms (active and 
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passive voices) in the texts of UdSU books. The factors observed in Chapter Six using 
this tool include the frequency in appearance of references to the second person singular 
in questions and specific references to TL and Ll culture in UdSUs Entrance 
Examination Preparatory books. 
(5) Communicating the details obtained in the report on the findings. 
The reader must always remember that the results obtained in this research have been 
gathered under very challenging conditions. Consequently the use of the statistical tools, 
mentioned in (4), is not always appropriate in this research. They have been used where 
they have been deemed to be most relevant and helpful in interpreting the results 
obtained in Chapters Five, Six and Seven. Major difficulties have had to be overcome 
I which include the following. First, there is little official doýumentation on paper to 
confirm the strategies of the Faculty. During interviews contradictory information is 
offered. Often each teacher provides a completely different perspective. Second, due to 
the unique history of the USSR and more recently of Russia, there was, and to a certain 
degree, still remains a degree of distrust and therefore reluctance on behalf of UdSU 
teachers and authorities to reveal exactly how their system works or to state fully what 
they believe or teach in the classroom. In some cases, there may even be a fear of saying 
the wrong thing or even of revealing a lack of knowledge about specific issues. 
4.7 Conclusion to Chapter Four 
. 
This research has taken full account of the key theoretical strands of existing research 
knowledge, fieldwork and data collection procedures. It has its distinctiveness in 
applying these strands to the precise field of language teaching and learning at university 
level within Russia. No directly equivalent published research exists, though it is 
accepted that there is research in progress in related areas. The research has its 
methodological foundation in an extensive body of previous and current work, and is 
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broadly comparable to other work which is taking place, while being in all respects an 
original contribution to knowledge. It is distinctive, precisely defined and reaches 
specific conclusions. 
This research has been carried out under very unique and often challenging 
circumstances. It has been extremely difficult at times to obtain reliable information for 
research purposes. However, the role of the researcher is to unravel the strands of a 
research topic by presenting the facts as objectively as possible and show the 
interconnections between the different factors involved. While gaps in our knowledge 
still exist, more is still known in the West about Russian educational theories than about 
educational practices. The different strands used for Triangulation of the findings 
obtained about UdSU teaching methodologies may not all be relevant or appropriate for 
other researchers investigating the teaching practices at other Russian universities. 
However, researchers may learn some lessons about how to approach their own topic by 
referring to the methodology described in this chapter, when beginning their work, and 
by reading the findings of this methodological investigation in the next three chapters 
(Chapters Five, Six and Seven). 
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5.1 Taxonomy 
A key part of this research has been to ascertain the nature of past and present teaching 
practices in the FLSP at UdSU. One key way of achieving this goal is to carry out a 
detailed analysis of books printed at UdSU. This is best achieved by analysing the books 
chronologically as it reveals whether any changes in the approach of constructing these 
materials has occurred over time. It is imperative that this framework be set in place 
before the qualitative and quantitative findings are given in Chapters Six and Seven 
because facts contained in this chapter are of significance to those findings. 
It is important at this stage to clarify exactly what is Meant by 'method textbooks' in 
Izhevsk and throughout Russia. Also known as 'scriptum' books in Eastern Europe, these 
books are sets of a teacher's lesson materials which are printed but not published by the 
Udmurt University Press and which are characterised by their poor presentational quality. 
The paper is of low quality and the front and back covers are ordinary pages in the book. 
Apart from one exception, the paper size of the UdSU books is 15 cm wide and 20 cm. 
long. When opened out the book is slightly smaller than an A4 sheet. 
Table 21 below shows that there are 36 UdSU ESP books (see Appendix 4 for analytical 
summative comments about each individual book) included in this survey. They were 
gathered during four separate research trips and are representative of the material which 
was produced at UdSU between the period 1980 to 1998. They represent a virtually 
comprehensive survey of books in use in the FLSP between these dates. The books are 
described in the subtitles as 'method textbooks' and come either from the FLSP (founded 
in 1994) or from the pre-existing Department of Romance and Germanic Philology. 
Table 23 also shows that the spread of books across different year groups (17 out of a 
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possible 19 entries) and the different subject specialities (seven in total) is thin. Over -a 1 
19 year spread ) 
the average production rate is just over two books per year. While it is 
conceded that some publications could not be traced, it is clear that the total of 36 comes 
close to the maximum total of books produced. Where none is available for use in 
individual host faculties, the FLSP teachers use material produced elsewhere in Russia. 
Table 21 
Table Showing the Spread of Method Books Obtained from the FLSP at UdSU 
Year English Books German B 
1980 10 
1981 0 0 
1982 32 
1983 30 
1984 2 0 
1985 2 0 
1986 00 
1987 50 
1988 40 
1989 20 
1990 20 
1991 40 
1992 i1o 
993 20 
1994 2 
1995 0 
1996 20 
1997 00 
1998 10 
Total 36 4 
Note that a total of four German books have been found for the same period but only two 
have been analysed for the purposes of this research. They are the Entrance Examination 
Preparatory books, printed in 1994 and 1995 respectively. 
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Table 22 reveals that teachers working in seven host faculties rely exclusively on 
textbooks produced elsewhere in Russia as their sole source of teaching material. 
However, the total amount of such books is extremely low. 
Table 22 
Table Showing the Distribution of UdSU Publications and Non-UdSU Publications 
Which are Used by Teachers of the FLSP 
Note that the following two faculties, Faculty of Russian Linguistics and 
Russian Literature and Faculty of Udmurt Linguistics and Udmurt 
Language, fall under the same heading, Linguistics and Language, as the 
books are interchangeable between the two faculties. 
ISubject Ama UdSU Publication Other Russian Material Used at UdSU 
jArt and design 011 
ýBiology and Chemistry 
ýEntrance Examination 
ýGeograpby 
beneral 
! History 
: Language and Linguistics u 
Law 7 0 
! Matheffiatics 0 
Medical and Biotechnology 0 
10if and Gas 0 
, Philology 3 0 
ýPhysical Training 0 
ýPhysics 0 0 
, Psychology and Pedagogics 
1 0 
1 Relations 0 2 
ITOTAL 36 12 
The other faculties not mentioned in Table 22 are included below in Table 23. They do 
not have any in-house publications for their subject area. Those faculties for which books 
published elsewhere in Russia have been found (with the number of books for that 
speciality in brackets) include: Art and Design (1), Public Relations (2), Geography (2), 
Oil and Gas (1), Medical and Biotechnology (1), Sport (1) and Biology and Chemistry 
M. 
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Table 23 
Table Showing the Distribu! ion of UdSU Publications across the Different Faculties 
and the Target Year Group of Students 
! Subject Year II Year ZYear 31 Year 4ý Specialists Total 
'Language and Literature 2 23 31 2 12 
iLaw 3 11 2 7 
History 2 1 3 
Computers 1 
Economics 21 3 
, Philology 1 - 
2 
ýd eneral 2 2 
! Total 12 6652 31 
Analysis of the information contained in Tables 21,22 and 23 leads to three clear 
conclusions. First, very few books have been produced at UdSU per ESP teacher. This is 
surprising given that the books are really only sets of lesson materials. In fact only a core 
of teachers in eight faculties (plus those who produce Entrance Examination Preparatory 
books) have been significantly involved in this work. Of these eight faculty groups, only 
the teachers of the Faculties of Language and Literature and Law can be described as 
'prolific' (in UdSU terms) producers of EFL materials. Similar statistics would be 
extremely poor for a department of a comparable size at any Western university. In the 
pre-TENTUS era, therefore, the vast majority of teachers at UdSU have not been active 
in academic research or in the production of teaching materials. Second, the lack of new 
up-to-date materials for each specific faculty suggests that the same materials have been 
used for a substantial period of time. In some cases, this means that the same books have 
been in service at UdSU for as long as twenty years. Third, only a few subject-specific 
books have been imported from other educational establishments elsewhere in Russia, 
primarily from Moscow, but even many of these are dated. The amount of materials 
available at UdSU remains extremely low for a university environment. 
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5.2 General Characteristics of UdSU Books 
Before interpreting Tables 24 and 25 below, it is important to remember that all UdSU 
books have been given a number by which they are identified in the subsequent analysis 
for ease of reference. These numbers correspond to the notes on each book %vhich are 
detailed in Appendix 4. There are several reasons for this. First, not every book has a 
given title and an author. Second, many of the titles are in Russian and are long. It was 
felt that the use of numbers would serve as a more efficient system when listing books 
which fall into a specific category. The same book numbers are also retained in 
Appendix 4 where comments on various issues within each book can be found. The 
criteria by which each book was given a number were as follows: first the books are 
grouped according to faculty starting with the largest and finishing with the smallest: 
second, the books are sub-divided accordiný to the educational method used: third they 
are then ranked according to date, starting with the oldest date of publication. A 
summative comment on the findings of Tables 24 and 25 follows immediately 
afterwards. 
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Table 24 
Table Showing the Faculty, Student Group, Educational Method, Date of 
Publication, the Dominant Target Language, the Presence of an Index and 
Bibliography in UdSU in-house Publications 
Book No. Faculty Student Group Educational Metivoci Date Pub. Dominant TL Index Bibliography 
1 Lang. & Lit 3 Horm Readma 1980 us yes no 
2 Lang. & Lit. 3 Home Reading 1983 UK no no 
3 Lang. & Lit 2 Hom Reading 1984 UK no no 
4 Lana. & Lit 4 Styim; cs 1983 UK yes yes 
5 Lang. & Lit I stylMfim 1990 UK yes yes 
6 2 smisfics 1991 UK yes yes 
7 Lana. & LfL senior. Role play 1987 UK no j no 
a Lang. & Lit senior Role play 1993 UK no yes 
9 Lang. & Lit. 1-2 RhMesSongs 1982 UK no yes 
10 Lano. & Lit. 4 Translabon 1988 UKIUS yes yes 
11 Lano. & Lit Literature sp! clafisft Inclapendent work 1988 UK no yes 
12 Lang. & UL Urt. Independent wo* 1989 UK I yes yes 
13 Law I+ Grammar MAeshavich Method 1994 1 UKIUS yes yes 
14 Law I+j Grarnrnar Milasheyrich Method 1996 UKIUS I yes no 
is Law 3 kdenwe Ro4e pin 1989 UKIUS no no 
is. Law I Reacting Comp and Translation 1982 UKIUS I no yes -4 
1 
17 Law 2 Readwig Comp and Transtation 1982 UKIUS no yes 
is Law 4 Reading Comprehension 1991 UK no no 
is Law 4 Role play 1991 UK no no 
20 History Prqmratory Reading Comprehension 1964 UK no no 
21 History 11 Reading Comp and Translation 1987 UK 
_no 
no 
22 History Corre5pondance Gmmmar 1988 UK yes no I 
23 History 2 Reading Comprehension 1992 UK no no 
24 History I Reading Comprehension 1994 US no no 
25 Economics 2 Reading Comprehension 1985 UK no no 
26 Economics I Readina Comprehension 1985 UK yes no 
27 Economics I Reading Comp end TranslaWn 1988 UK yes I no 
28 Philology 1 Reading Comprehension 1983 1 UK yes no 
29 Philology 3 Reading Comp end TransWon 1987 UK no no 
F777io 
Philology specialists Phonetics 1993 UK yes yes 
31 General I Reading Comp and Translabon 1987 UK no no 
32 General 1 Reading Comp and Translabon 1991 UK no no 
33 Entrance i Now Entrants Reading and Listening Comp. 1996 UK yes yes 
U Entrance Now Entrants Reading and Listening Cornp. 1998 UK yes I yes 
35 1 Pedagogics senior Reeding Material 1987 UK no no 
36 1 Mathematics 
; 2 Readma Cornorehension 1990 UKIUS no no 
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Table 25 
Table S- bowing the Distribution of Pages Throughout Each UdSU Publication 
Divided by the Total Number of Pages, the Introduction, Target Language Text, 
Target Language Questions and Answers, Ll Questions and Answers, Grammar 
and Vocabulary 
Note the meaning ofthefollowing abbreviations: The letter R in the Introduction column 
indicates that the introduction text is in Russian; TL refers to Target Language; Q&A- 
TL stands for Reading Comprehension Questions and Answers are required in the 
Target Language; (? &A-LI stands for Reading Comprehension Questions and Answers 
are required in the Mother Language. 
Book No. Total pa ges Introduction TL Text O&A - TL O&A - Ll Grammar Vocabulary 
1 45 2R 1 22 3 0 3 
2 24 2R 2 28 0 0 3 
3 33 2R 4 7 0 0 0 L 
4 32 1R 27 0 0 0 0 
5 36 IR 17 15 2 0 0 
I, 6 1 46 11R, 1 25.5 1 13 1 5 10 0- , 
7 1 25- 2R 20 0 0 0 0 
8 29 IR 25 1 0 0 
9 41ý 4R 25 5 0 0 0 
64 2R 17 19 13 01 0 
12 55 1.25R 24 1 10 2 0 0 
13 73 0.5R 5 9 10 9 11 3 
14 53 0.25R 11 16 1 17 1. 
is 18 o 18 o o o o 
Is 30 2 8.5 9 0 7 2 
17 32 2R io .1 8.5 0 5 3 
18 24 IR 12 4 5 0 0 
19 1 14 0 0 0i 0 
7n A7 IR 77 1 n n n 1,1 
21 35 2R 10.5 11 i 0.25 6 3.5 
22 38 4R 0 0- 0 32 0 
r- 23 1 57 0 ý 20 1 11 5 11 0 i 3.5 
24 81 0 48 12 0 0 
-5 25 31 2R 14 11 1 2 3 
26 29 2R 9 8 0 6 2.5 
27 34 2R 9 10 2 7 2 
28 31 2R 9.5 0 7 1 
29 28 1R 16 0 0 0 
30 93 5R 0 j 80 01 0 0 
31 116 0 45 25 16 0 3 
32 116 0 45 25 16 0 3 
ý 33 107 3R ý 63 ý 29 j0 16 a 
- 34 i 75 1R 1 42 25 0 0 3 
35 49 1.5R 30 0 0 0 9 
36 1 47 .. 1R 25 18 1 1.5 0 E> 
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The figures contained in Tables 24 and 25 can be summarised into ten points for the 
I 
purposes of clarity as follows: 
(1) There are thirteen categories of books produced at UdSU with a degree of 
methodological overlap between four faculties. - Law, History, Economics, Philology and 
general discipline books follow the same format, with reading comprehension and 
translation work in the same book. Language and Literature and LaNv are the only two 
faculties which produce role play books. The Faculty of Law extends its practice to 
include Intensive Method role play work (see Chapter Three for further details). 
(2) There are types of books which are unique to one faculty. Language and Literature 
produces books on hofne reading, stylistics, rhymes and songs and independent work: 
Law produces books using the Milashevich and Intensive Methods: History has books 
based solely on grammar and Philology has produced one book on phonetics. 
(3) Home reading and role play books are reserved for students after their first year of 
study and more often in their third and fourth years. Reading comprehension and 
translation books are used throughout all student groups. Beyond this, no further 
conclusions can be drawn. 
(4) Within each host faculty, there are long gaps of inaction when no books are produced. 
The single books in Pedagogics and Mathematics and the absence of books in the 
remaining faculties reveal that there is no strong history of book production in the 
majority of UdSU faculties. There are only five faculties which show a degree of 
consistency. The Faculty of Language and Literature is the best example and has 
produced a regular but thin range of books in 1980 (1), 1982 (1), 1983 (2), 1984 (1), 
1987 (1), 1988 (2), 1989 (1), 1990 (1), 1991 (1) and 1993 (1). The similar but less 
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productive history is also seen in the Faculties of Law, History, Economics and 
Philology. 
(5) In 29 of the 36 books (80%), the dominant TL is British English. This finding is in 
keeping with the long-held Russian traditional preference for the latter. In the remaining 
seven books, there is a combination of British and American English. The culture of a 
particular text tends to dictate this selection. There is no mention of this issue in any of 
the notes for teachers or students which reveals a lack of clarity on this issue. 
(6) There is no set format for the layout of a book at UdSU For example, 21 books 
(58%) do not contain an index which lists the contents of the book. In the remaining 15 
(42%), there is an index generally at the back but often containing. no more than the title 
of the reading texts. 
(7) The term bibliography can be used in only the most liberal of senses when referring 
to UdSU One book, (Book 22) contains what can be described in Western terms as a 
bibliography, but even here there are inconsistencies. There are thirteen others which 
provide either the name of the original author or newspaper while the remaining 22 
(61%) books have no bibliographical details as all. 
(8) A typical line on a page contains 5-6 words and 25-27 lines are on each page single 
spaced. This gives a minimum and maximum range of 125-162 words per side. Book 
length ranges from 18 up to 116 pages with the average book length being 48 pages, 
which, when the above range of words per side is used in calculation, gives an average 
range of 6000-8000 words per book. A substantial number of pages in each book contain 
exercises and the above calculation takes this fact into account. In overview, the length 
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of UdSU books is similar to those published elsewhere in Russia, most notably, 
Vladivostock, St. Petersburg and Novosibirsk. 
(9) 31 books (86%) contain some sort of introduction which serves as an orientation for 
students. Often these are no more than 100-200 words in total and are always in Russian. 
The remaining five books (14%) have no introductory guidance at all. 
(10) There is a huge variation in the number of pages of TL text, ranging from none to 
63. In many books there is a disproportionate number of pages of language exercises 
which at times outnumber the former. The apparent purpose of the exercises seems to be 
the maximisation of study time in relation to the minimum usage of paper. Clearly 
economic realities in Izhevsk would support this interpretation. In a&tion, there appears 
to be no pre-planned thinking regarding the inclusion of grammar tables and vocabulary 
lists. 
The spread of language tasks in UdSUs teaching books is wide and varied (some might 
say 'inconsistent'), as can be seen below in Table 26. No particular task is specific to all 
books. In total there are 49 different teaching strategies listed in Table 26. Eighteen 
(37%) appear in only one single booL A further five (10%) appear only twice while 
another eight types of task (16%) can be found in three books. Among the eighteen tasks 
to be found in only one book, five of those books contain only one sample of that 
exercise. The remaining thirteen books in this section contain between two and eight 
examples of the relevant task. When the totals for the three tasks ranked bottom in terms 
of frequency of appearance are added together, they constitute 31 of the total of 50 tasks 
devised for teaching within the UdSU corpus. This is calculated to a staggering 62% of 
the total number of tasks noted in the UdSU corpus. 
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At the other end of the spectrum, the most frequently chosen task (answering 
comprehension questions) is limited to at least one appearance in only fourteen of the 36 
books (39%) in the entire taxonomy. The second most frequent task (oral summary) 
appears in just eleven books (31%) while three activities share third place (translate 
phrases from English to Russian, translate phrases from Russian to English and verb 
exercises on tenses) with ten appearances each (27%) out of the corpus of 36 books. The 
fourteen books which share the same task contain a total of 45 exercises based on this 
task. When calculated to give an average appearance in each book, the figure is just over 
three appearances per book. Like the findings in the previous paragraph, this figure is 
extremely low. When the totals for the three tasks ranked at the top in terms of frequency 
of appearance are added together, they constitute five of the total of 50 tasks devised for 
teaching 'Within the UdSU corpus. This is calculated at a poor 10% of the total number of 
tasks. This figure of 10% for the top three more frequently used tasks is very low when 
compared directly to the 62% total achieved by the three least frequently used tasks. 
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Table 26 
Rank Order of Occurrences of Specific Tasks in UdSU Publications 
Rank Task Appearances i Books Total Appearances of Task 
I Answer comprehension que5t*ns - free expression 14 45 
2 0"1 ,, M,, 11 28 3 Translate Eno - Rua - phrase 10 36 
4 Translate Rus. to Eno - phrases 10 16 
5 V, exercise- tenses- 10 5 
6 fill in the blank$ - prepositions 9 19 
7! Pronunclabon 8 20------7 1 
8 I Transiate Rus. to Eno - words 181 18 
19! Translate Eno to Rus -te)d 8 -7 10 1 Lexical analvsis 7 13 
11 ! Verb exercise - voice 6 25 
12 i Make up questions tD a text 6 19 
13 ýVrit. d. plan d text 6 17 
14 Verb .. ies 5 14 
15 liwrtwtLd 5 13 
16 Transcribe words & expialin the rules of reading 5 8 
17 Verb mood 5 4 
18 ! Translate Eno to Rua - words 4 14 
Fill in ft blanks - adverbs 
4 13 
3 11 
21 6scussion wo* 3 10 
22=, ý, bu ereme - participles 3 9 
29 = fill In the blanks - articles 3 9 
24 Translate Rus. to Eno - te)d 
3 7 
25=: FIU in the blanks - words 
3 2 
25= 'Find arftnMs 3 2 
2.5=; Find synonyms 3 2 
28FIA 
2 9 
29=1ý, 
bmrr . -,,, odi. 2 6 
I 29= 
IMaking 
root" - listening 2 6 
31 *Replace 
Russian words in TL with subble TL equivalents 2 4 
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The findings in Table 26 do not provide a positive representation of the tasks contained i 
in UdSUs books. The predominant characteristics of even the most preferred tasks are 
low on Bloom's cognitive scale at point (iii) which focuses on knowledge of specific 
facts. Equally, they are low on the scale of Galperin's Mental Acts because the tasks 
involve performance of the TL and not the individual learner's manipulation or alteration 
of the TL. These tasks include reading comprehension and translation work. The 
grammar exercises also fall into this category. These exercises merely require the student 
to find the same sentence in the text as in the question in order to find the missing verb 
or preposition. The latter follow the chronological order of the text which makes it even 
easier for the student to complete them. The more varied and cognitively demanding 
tasks are either low down in the ranking or not in existence at all in any of books. 
53 Word Frequency Analysis 
The term 'word frequency is an established linguistic term but I have seen no examples 
of its use in a case study of a specific university's own printed materials. Therefore the 
work in this section is of a unique nature. Just how many words are required by a TL 
learner depends on the level of knowledge needed by the learner which in turn is 
dependent on the learner's required linguistic purposes. Some Ieamers may also require 
more linguistic knowledge and ability in a specific skill, be that speaking, listening, 
reading, writing or a combination thereof. Gethin and Gunnemark (1996) elucidate this 
and other salient points which have been used as a basis for the comparative element of 
the research findings in this section. They state that a greater range of vocabulary is used 
in written language than in the, spoken form. As the research is concerned with the texts 
in UdSU method books, the percentages of written vocabulary are presented only in 
Table 27 below (NB All figures are cumulative): 
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Table 27 
Table Showing the Percentage of Written Vocabulary by the 
Different Numbers of Most Common Words 
Number of most common words F-Total percentage of wriften vocabulary 
80 50% 
200 60% 
300 65% 
400 70% 
800 80% 
1,500 - 2,000 90% 
3,000 - 4,000 95% 
8000 100% 
A varying amount of vocabulary is required for different reading needs. The first 400-500 
words (including 150 phrases) are required for basic linguistic survival. Between 800- 
1,000 words (including 300 phrases), the learner has enough for survival reading but 
requires a dictionary even when reading simple texts. Between 1,500-2,000 words (with 
more than 300 phrases) the learner has acquired a passive central reading vocabulary 
(also known as the European Basic Reading Vocabulary). A learner is able to read 
fluently newspapers and non-fiction between the range of 3,000-4,000 words (known as 
the non-fiction point). By circa 8,000 words, the learner has reached the threshold for a 
complete communication system for the average European. At this point, all VjWs of 
literature are accessible, and the learner can communicator freely in the spoken and 
written domains. 
The word frequency values come from Hofland and Johansson (1982). They are 
calculated across many different text types and the frequency value listed refers to 
appearance per million words. A further list contains the top 8,000 most frequently used 
words in the English language across all text types in rank order. Words qualify for this 
list when they fulfil a set of criteria which includes a minimum of ten appearances per 
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million words and distributed across at least five different text samples. It is from this list 
that the following thresholds were drawn and applied to the frequency values found. 
Table 28 
Table Showing the Thresholds of the Most Frequently Used Words 
in the English Language per Million Words 
Rank of Word Frequency of Appearance per Million Words 
1-585 169+ 
586-975 106-168 
976-1560 67-105 
1561-1950 53-66 
1951-2535 41-52 
2536-2925 35-40 
2926-3510 27-34 
3511-4095 22-26 
4096 -4485 20-21 AAQa rn-7r% 1 47 4cl 1 
For the purposes of this investigation, different words were noted from the texts in eleven 
UdSU publications. Each publication was treated as a separate entity and therefore 
frequently used words such as 'the', 'and', 'is' have entries in each book's word list. Where 
a word appeared twice, this was not counted after the first noting. In terms of a word and 
its derivatives, only those words which had a similar stem or semantic function had the 
frequency for both entries counted (e. g. develop and developed, geography and 
geographical). Otherwise, the words were counted separately. 
Explicit textbook evidence of pre-planning and pre-selection of words is non-existent in 
all UdSU publications, as in the corpus of Russian textbooks analysed. Reference to 
word frequency is found in only one Czech publication (Day LQ-Day). In the Preface, the 
author, Curry (1990a), makes reference to the importance of the 4,000 word threshold 
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and acknowledges that 25% of the words included may fall above that mark (mainly 
i 
practical every day words required for living in the TL country). Curry indicates a 
methodology behind his choices by justifying this as vocabulary building, which is the 
predominant function of the book with its short texts and activities. The tasks are specific 
and Curry states that the main range of words falls between 2,000-3,000 words. 
In the material selected for analysis in Tables 29 and 30 below, there is a general 
representation of many topic areas in both the UdSU and Czech sections. Both UK and 
US English-based materials are present. Eleven UdSU books form the corpus of material 
totalling 636 words. Ten textbooks fonn the Czech corpus of 620 words which were 
drawn from a similarly wide range of topics. Tables 29 and 30 are presented below and 
are followed by summative comments on the key findings c6ntained in both tables. 
Table 29 
Table Showing the Word Frequency of Words used in UdSU Materials 
NB <1 equals less than I 
WithintheRank ange lTotalwords 0% 
1-695 409 64 
595-975 44 7 
976-1560 34 5 
1561-1950 16 3 
1951 -2535_ 24 4 
2536-292S 9 1 
2926-3510 14 2 
3511-4095 11 2 
4096 -4485 7 
4486-5070 
- 
6 1 
r5 
071-5460 5i 
$461 6045 1 
6046-6435 5 
6436-7020 3 
7021-7476 5 
7477+ 43 
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Table 30 
Table Comparing the Word Frequencies of UdSU and Czech Textbooks 
Within the Rank Range UdSU % Czech % 
1-585 64 62 
585-975 7 9 
976-1560 5 3 
1561-1960 3 2 
1951-2535 4 7 
2536-2925 1 3 
2926-3510 2 1 
3511-4095 2 1 
4096 -4485 1 2 
4486-5070 1 
6071-5460 <1 
5461-6045 <1 
6046-6435 <1 2 
6436-7020 <1 <1 
7021-7476 <1 <1 
477+ 
___T_ 
7 5 
There are three key findings from Tables 29 and 30 which can be explained as follows: 
I 
(1) Table 30 shows that there is more usage of the top 500 words in the UdSU textbooks 
with 64% compared to 62% in the Czech textbooks. However the difference of 2% is 
insignificant and therefore the UdSU and Czech books show an equivalent use of the top 
500 words. The pattern is reversed for the next 500 words as the percentage in the Czech 
publications is 9% compared to 7% in the UdSU publications. Again, the degree of 
difference is minimal. Thus, of the first 1,000 most frequently used words in the English 
language, the UdSU publications use 70%, which is exactly the same total for the Czech 
usage of the same. Statistical analysis of these two entries using the chi-square test 
suggests that any similarities between the two corpus over the range of the 1,000 most 
frequently used words are only superficial. The chi-square test gives a result of 0.00002. 
Therefore the null hypothesis that there is no association between the two sets of values 
cannot be rejected. In fact, the low chi-square value indicates that there is no significant 
association between the two, even at the 20% level. The results obtained for both 
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corpuses are broadly comparable to a controlled sample test of the word frequenc Y of 
texts written by LI writers in their native L 1. 
(2) The spread of less frequently used words falls gradually as expected with lesser used 
words. However within the lower threshold of frequency, UdSU texts use 93% of the 
most frequently used 7476 words, compared to the Czech total of 95%. Gethin and 
Gunnernark's (1996) frequency-ranked threshold of the 8,000 most frequently used words 
in written vocabulary equates to 99% of the written vocabulary in the English language. 
Both the UdSU and Czech corpus materials fall well below that figure. There are several 
possible explanations for this. First, the material in the textbooks is aimed primarily at 
language learners for specific purposes. In this case, there is justification for teaching 
words which fall outside the 8,000 'literature poinf. However, there is another line of 
argument which suggests that a greater focus on the 8,000 most frequently used words 
can provide the learner with the appropriate tools in order to deal with any unfamiliar 
words encountered. This argument would be nullified if the learners had already 
encountered these other words prior to starting an ESP course, but evidently this is not 
the case. 
(3) The main finding in Table 30 cannot be shown through statistics but is buried in the 
7% of UdSU and the 5% of Czech words which fall outside the 7476 word threshold. 
There is a distinct difference in the types of words from each corpus. In the Czech 
Textbook A, the American term 'vacation' is used and in Textbook B geographical place 
names around Britain are used (e. g. Scilly, Hebrides, Orkney etcetera). In both cases it is 
easily understood why these words have been used; they are specific yet useful words to 
know in a TL cultural context. To a certain extent the same applies to UdSUS Book 5 
(Charring Cross), Book 8 (Ottawa, Toronto), Book 10 (cloakroom, billboard, box-office) 
and Book II (Nile). The UdSU corpus also contains many examples of words (Greco- 
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Roman, Paleolithic, Neolithic, inflectional, agglutinative and agronomists) which are 
h 
subject specific. However, evidence noted through classroom observations indicates that 
ESP students often have a lack of basic vocabulary in reading activities. Therefore the 
wisdom of teaching such specific vocabulary when more useful general vocabulary is not 
yet known by the learners is questionable. 
In drawing a conclusion about the findings in this section on word frequency in the 
UdSU corpus, it can be said that the distribution of frequency is very similar to that of 
the control group (i. e. the Czech corpus). There is statistical evidence to support this 
observation. Any differences which occur within the first 8,000 most frequently used 
words are of limited significance. The only main difference is evident in the type of 
words taught which fall outside the 8,000 ý threshold. The UdSU corpus shows a 
preference for more unusual words which are highly subject specific. While this practice 
complies with the specific aims of ESP teaching, the logic behind it must be questioned 
when the FLSP students have not met all the words within the 8,000 frequency range. 
5.4 Hyphenation 
This section contains only the findings of the analysis carried out Consequently, 
materials on the accepted criteria for correct hyphenation when dealing with word 
splitting, the method of the investigation and comparative findings with other corpus 
material are supplied in Appendix ý. Hyphenation grew in significance during the course 
of the taxonomic investigation because of the vast number of examples of incorrect 
usage. While presentation of texts in books has obviously been -less important 
in the 
Russian environment and most definitely at UdSU, it is not acceptable just to blame the 
lack of proper equipment. The issues highlighted in this section could have been avoided. 
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At UdSU there is no consistency in the issue of hyphenation. At times,. words are split in 
the wrong place i. e. mid-syllabic (travell -/ing instead of travel Aing); proper names 
(Shake -/speare) and place names (Birming -/ham) are 
ýIso split. There are occasions 
when hyphenation could have been avoided altogether (provin -/ce and literatu -/re would 
have fitted. In the line above each of the examples noted previously, three more letter 
spaces were used. ). This provides strong evidence of an inconsistent approach. 
Among the whole Russian corpus of books, there is frequent hyphenation, all of which is 
not correctly used. While UdSU books are by no means the most prolific exponents of 
hyphenation, a lesson can be learnt from the Czech corpus which uses both text 
justification and avoids word splitting totally. Similarly, while there is evidence that 
Western books also use word splitting (see the statistics for UK and French material. in 
Appendix 5), the incorrect use of hyphenation has been avoided. The danger for UdSU 
learners is that they may imitate what they are taught. As so much of the hyphenation is 
incorrect, there is a danger that the practice might lead learners at the FLSP to use 
hyphenation incorrectly. Similarly, TL learners might learn to pronounce words wrongly 
because they have learnt a wrong syllable split. 
5.5 Sources of the Teaching Material 
While accepting that Western traditions for sourcing material used in a textbook have a 
different character to those in Russia, the most striking aspect of UdSUs textbooks is the 
frequent lack of bibliographical details. In fact, this issue has caused great difficulty at 
times throughout this research as it has sometimes proved extremely difficult to tmce the 
origin of the material in some UdSU publications. There is substantial evidence to 
support this statement. It is at UdSU (and most definitely throughout the whole of 
Russia) a tradition to reproduce books from the West and other Russian educational 
establishments, regardless of the issue of copyright. Two obvious examples are 
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Developing Skills by Alexander (1969) published by Longman and Gmmmar Practice 
Activities by Ur (1991), published by Cambridge University Press, both of which have 
been copied and reprinted by UdSU. These books are sold to the students for private 
study or use in classes. In the case of Ur (1991), a mistake was made in selection but 
went unnoticed until long after many copies were sold (at which point nothing was done 
to resolve the issue). The sub-title to the book states. that it is 'A practical guide for 
Teachers'. As the sub-title suggests, the book is actually a guidance book for teachers, 
offering suggestions and material for use when teaching certain points of grammar. It is 
not at all suitable as a student grammar book. There are also plenty of examples of this 
type of (what we in the West call) copyright infringement of Russian books. In particular, 
this occurs when UdSU has in-house publications for the students of a specific host 
faculty. 
Another act of which UdSU may possibly be suspected, concerns the recent practice 
concerning the reproduction of Western or Russian materials which have had their place 
of publication changed to Izhevsk. On the streets of 1zhevsk, it is possible to buy books 
such as Stream] ine English by Hartley and Viney (1990), published by Oxford University 
Press. The same book has been reproduced with Izhevsk as the place of publication in 
1994 by a Russian publisher in the city. 
While the issue of publication concerning Hartley and Viney (1990) is easy to identify, 
this is most definitely not the case with Russian produced material. In such a vast and 
often secretive country, it is impossible to trace the origins and sources of other books. 
There is no system of centrally-held titles which can be consulted. By way of example of 
how language material spreads in Russia, I cite the Milashevich Method, which 
originates from Vladivostok. During the period of research for this thesis, four books on 
this topic were found: Vladivostock (1991), lzhevsk (1994 and 1996) which are based on 
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English as the TL, and Saint Petersburg (1992) which is based -on German- The 
Milashevich Method is also known in Moscow and in Latvia and presumably elsewhere 
in the former USSR. The difficulty of ascertaining key details about Milashevich himself 
is enormous. For example, it took more than two years to find out Milashevich's first 
name, as nobody at UdSU could remember it. The Internet could not provide 
bibliographic details through web searches or even through the website of the Far Eastern 
State University in Vladivostock. The arrival of the method at UdSU occurred when 
Milashevich visited the University once and spoke to a group of teachers. He left a copy 
of the book which was copied and used by teachers in the Faculty of Law until they 
produced their own more detailed version in 1994 (revised again in 1996). As has already 
be stated in Chapter Three, there are still flaws within the method as it exists at present. 
The German variant of the method contaiiis similar problems, including grammatical 
inaccuracies. Clearly, there is sufficient evidence to support the opinion that it is 
impossible for the researcher to be completely sure of any findings made during 
taxonomic research. Nevertheless, the information offered here should allow future 
researchers to comprehend faster the complexities of taxonomy work in Russia at an 
earlier stage. 
Within the group of textbooks which have incorporated a bibliography, there is great 
disparity between them in the way the bibliographical details have been noted. Some like 
Books 7,10,15,20,21,22,24,25,27,28,29,30,31,35 and 36 give no sources at all, 
while others like Books 6,8,10,13,14,23,33 and 34 give incomplete and inconsistent 
references. Books 18 and 30 are unique in that they do not give references for the TL 
texts but do so for the LI articles. Examples for Book 18 include editions of Izvestiya 
dated 25,26 and 27 April 1990 respectively. Book 30 deals with philology and has 
exclusively Russian theoretical references. 
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None of the UdSU books contains a bibliography listed at the back in. the Western 
tradition. Book 9 comes closest to a Western-styled bibliography, with the following 
details listed (NB the details are reproduced exactly as they appear in the book itself and 
include inaccuracies from the original): 
Aubert, C. The Art of Pantomime, London, 1962. 
Dorothy Grant Hennings, Smiles Nods and Pauses. Activities to increase children! s 
communication skills, Citation Press, New York, 1974. 
Teaching the Language Arts, Brandon University, Manitoba, Mount Royal College, 
Calgary, Alberta, C 46 
Hall. E. J., The Silent Language, New York, 1959. 
Lillian M. Logan and Virgil G. Logan, Creative Communication. 
There are several presentational issues which arise from the above. First, the list has key 
.. 
bibliographical information missing, such as the author, the publisher and- the date of 
publication. Second, the convention of the appearance of the author's surname before the 
first name or initials is not consistent although entries one and four adhere to this pattern. 
Third, the book has a publication date of 1984 but the most recent reference is 1974. 
This is a common characteristic of UdSU publications and is due to the dearth of up-to- 
date TL sources. The then on-going political isolation of Russia and the still relevant 
geographical and cultural isolation of cities such as 1zhevsk can explain how such 
anomalies can occur. 
5.6 Culture of the Teaching Material 
The importance of culture is relevant because the FLSP claims that it teaches ESP within 
a TL framework. The material in this section seeks to challenge that assertion by 
establishing the boundaries of the TVs past and current influence. Textbook 36 on 
mathematics has no references to culture as it uses technical vocabulary. It can therefore 
be left out of this analysis. Others such as those in the field of pedagogics (Book 35) and 
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philology (Books 28,29 and 30) also fall outside the remit of this sub-section as the 
material is non-relevant to current perceptions of TL culture. 
The traditional practice of studying 'our country' and 'abroad' is much in evidence in this 
taxonomy. A minority of textbooks, like Book 26, focus exclusively on LI culture (i. e. 
the economics of agriculture in the USSR). Such a style is culturally non-integrative and 
of no value on a macro-social level, though the Faculty of Economics does not use that 
style exclusively. Book 25 focuses on the economics of British agriculture. While both 
these textbooks were published in 1985, the material on the United Kingdom does not 
reflect real life for farmers in the UK in 1985. Such comments as 'The worst off among 
these farmers live in extreme poverty' (Konyakhina, 1985a, pp. 15-16) must be placed in 
context of Western standards of living as compared to those experienced in Russia. The 
texts frequently offer out-of-date facts which do not contribute to the TL leamer's 
understanding of modem Britain. Instead, they create a distorted and dated impression. 
One text deals with the farming period 1955 through to 1966 and describes how income 
rose over a period by five percent while food prices on farms rose by thirty-three percent 
(Konyakhina, 1985a, p. 19). In the same article, the Soviet concept for organising 
industry and agriculture is brought over into the TL culture (see words in italics): 
Even today, no farmer can prepare a five year, still less a ten year plan, 
for developing an enterprise and be reasonably certain of an established 
market for his produce during that period. 
At no stage is there any reference to the EEC or the Common Agricultural Policy. Where 
TL sources are quoted, these are often old and thus factually inaccurate at the time of 
publication. Book 17, for example, mentions the 1960 census in America but the book 
was published twenty-two years later in 1982. Hence the evidence from the above 
examples indicates that lexis and grammar are considered more important than culturally 
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and economically up-to-date content. Again, there is little benefit offered to the student 
I 
on a macro-social level. Furthermore, on an intercultural level, the material is misleading 
as it offers the student an inaccurate and out-dated perception of life in the TL country. It 
is difficult to direct criticism at the individuals who produced these books because the 
true facts, which would reveal exactly how these materials came together in this form, 
are impossible to ascertain due to the time lapse since publication. Nevertheless, it must 
be stated that the implicit and explicit authorial view is often negative. 
There is a strong tendency to use material which can be perceived as political 
propaganda terms. One such example comes from Korrieva and Reshetnikova (1982, pp. 
22-23): 
In Alabama the voter must take an 'anti-Communist oath' -and fill in a 
questionnaire to the satisfaction of the registers. As a result of this 
millions of people are deprived the right to vote. 
There is an exaggeration of the facts in the above extract. While it may be true about the 
anti-Communist oath, the use of the word 'millions' is difficult to justify. Book 10, for 
example, uses many Russian sourced TL material from the author Alexander 
Pumpyansky to compensate. However, all references come from the same edition of New 
Times, 25 June 1988. This finding complies well with the image of the external observer 
looking in on the TL culture from the security of the LI culture in which the learning 
takes place, regardless of how selective (or not) the material is. 
A further example of the infiltration of material with a propaganda value is found in 
Book 19. It is produced by the Faculty of Law and relies heavily on the Morning Star 
(1996, no specific date given). Topics include (i) a jury preferring to convict a person on 
police evidence despite police lies and (ii) police unlawfully killing aninnocenV victim. 
It is easy to understand how copies of the Morning Star could reach 1zhevsk as opposed 
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to other British newspapers but its usage is clearly tinged with a left-ýying political slant 
with ethnographic repercussions. If the only exposure to the TL learners is ideologically 
sound material, then the learners gain a one-sided, often inaccurate perception of the TL 
culture. The selection of a Western source which is critical of aspects of TL society at 
both a micro and macro-social level adds a sense of implied credence to the stated 
criticism (i. e. a kind of double-headed propaganda tool). The same analysis is also true of 
other books which use the Morning Star as a source, including Books 18 and 35. 
In other books, the date of source material in relation to the presentation of the TL 
culture has less key impact, such as those on language and literature (Books 10,11), 
phonetics, ancient history (Book 23) and mathematics (Book 36). The only point of 
concern is the modernity of the TL in use as this may be dated. In other. subject areas, 
modernity of the material should be considered essential, e. g. economics. Books 1,2 and 
3 are based on works of literature, including Wilde's The Importance of Being Earnest 
and Maugham's The Painted Veil. This is the only reference in each but it is unclear to 
which edition (if any) they are referring. Books 4 and 5 on stylistics give the source book 
from which the text is taken and for which the teacher has then supplied the tasks. Book 
4 offers a list of critical reading to supplement the material provided. Interestingly, all of 
these references are Ll sources, most of which are written in the Ll although about one 
fifth are written in the TL. 
The overall impression gained in this section is that UdSU teachers have merely used the 
material which they had available to them. There has been no consistent method 
employed to collate material into a coherent collection of teaching materials. Instead, the 
corpus gives the strong impression that the books have been compiled haphazardly. This 
could explain even the inclusion of what has been labelled as propaganda material by 
this taxonomic survey. 
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5.7 Analysis. of the Grammar Supplied in UdSU Books 
In Chapter Three we learnt about some FLSP's teachers' preference for the teaching of 
grammar through the Milashevich Method and in Chapter Seven we will read about the 
importance of assessing knowledge of grammar forms in continual assessment tests. It is 
therefore clear that grammar holds a very important position in the FLSPs teaching 
strategies. No taxonomic survey would be complete without an analysis of the role of 
grammar in the UdSU corpus. 
The most striking fact noted is that only eleven textbooks (3 1% of the entire corpus) 
contain some form of grammar presented in a grammar section at the back of the book. 
The contents are predominantly in tabular form. Apart from Books 13 and 14 which are 
focused on the Milashevich Method and Book 22 which may be regarded as a kind of 
grammar manual, the choice of what to include in the grammar section appears to be 
arbitrary. There are no consistent criteria applied as to when these tables are included, 
whether that be the work of a particular teacher or faculty or for a specific year group. 
Nor is there any apparent difference in the choice of texts or tasks between those books 
which contain a grammar section and those which do not. 
Those teachers producing textbooks at UdSU do not adopt an approach to the teaching of 
grammatical structures which sequences the material according to increasing difficulty. 
The following list contains all the tables of grammar printed in UdSU publications (with 
the number of appearances in individual books listed in brackets): modals (4), the usage 
of the verb 'to be' in the past, present, future, questions and negatives (4), adjectives, 
comparatives and superlatives (3), basic syntax including normal and inverted word 
order (3), passive verbs (3), active verbs (3), phonetic sounds (3), subject and object 
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pronouns including possessive adjectives (3), attribute and adverbial. modifier of time 
k 
(1), different forms and functions of words ending in -ing (1) and complex predicate and 
adverbial modifier of response and the use of 'to' (1). 
By contrast, the numbers of the same group of textbooks which contain specific grammar 
exercises (and the number thereof) are as follows: tenses (10), modals (6), prepositions 
(9), voice (6), mood (5), adverbs (4), articles (3), participles (3) and possessive adjectives 
(1). On closer inspection, there is only minor correlation between the two sets of 
findings. This implies that the choice of language exercise has nothing to do with the 
inclusion of grammar tables in the back of the books concerned. 
A similar fact is noted when the selection of veib forms within the texts of the same set 
of books is viewed in comparison with the contents of the verb tables (see Table 31 
below). The active present simple is by far the most common verb form holding 65% of 
all verb appearances, followed by the passive present simple with 18%. Together, the 
two verb forms total 83% of all verbs in the texts of those books which contain verb 
tables in their grammar sections. It is difficult for researchers in the FL field to 
understand the logic which lies behind the selection of texts and why the entire verb 
tables have been included when the texts contain so few different verb forms. Clearly, 
there is evidence of poor methodological thought and implementation. 
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Table 31 
The Distribution of Verb Forms in UdSU Publications which .. Contain Verb Tables within the Grammar Section 
NB <1 equals less than I 
Verb Form Total Appearances Overall % 
Active Present Simple 371 65 
Active Present Continuous 11 2 
Active Present Perfect 12 2 
Active Present Perfect Continuous 4 1 
Active Present Emphatic 8 1 
Active Past Simple 12 2 
ýActive Past Continuous 1 0 0 
Active Past Perfect 1 4 1 
Active Past Perfect Continuous 0 0 
, Active Past Emphatic 0 0 
Active Future Simple 1 < 
'Active Future Continuous 0 0 
Active Future Perfect 0 0 
X-ctiveFuture Perfect Continuous 0 0 
ýActive Future in the Past Simple 
Active Future in the Past Continuous 
71 
00 
W-ctiveFuture in the Past Perfect 2< 
18ctive Future in the Past Perfect Continuous 00 
0 
iPassive Present Simple 100 18 
Passive Present Continuous 1 <i 
Passive Present Perfect 71 
IPassive Past Simple 24 4 
lPassive Past Continuous 00 
Passive Past Perfect 41 
Passive Future Simple 00 
Passive Future Perfect 00 
, Passive Future in the Past Simple 0 0 
Passive Future in the Past Perfect 0 0 
TnTAI RRR 1 nno/. 
The same is also true and is in fact more striking in the choice of textbooks in which the 
focus is on modal verbs in Table 32 below. Of the two books (Books 21 and 25) which 
contain both the modal verb tables and exercises, there are only 22 modal verb forms to 
be found in the sentences of all texts combined in an estimated total of 3,675 words. This 
provides a ratio of one modal verb per 167 words. By contrast, several other textbooks 
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which do not focus on modal verbs have a lower ratio and therefore a greater frequency 
of modals. Once again, it is difficult to comprehend the logic in the decisions made by 
thos6 teachers when choosing texts and compiling grammar tables. 
Table 32 
The Distribution of Verb Forms in UdSU Publications (Books 21 & 25) which 
Contain Modal Verb Tables within the Grammar Section 
ýerb Form Can Must I May IShould, 
1 , Present Simple 7 81 3 12 ! Future in the Past Simple 2 o o o 
TOTAL - 9 
=8 
3 2 
The above material on verbs forms is based exclusively on reading texts. For 
comparative purposes to ascertain whether there are any perceived differences between 
Russian produced material in text form or in dialogue (polylogue) form, we return briefly 
to the verb distributions in the Intensive Method books analysed in Chapter Three. The 
individual verb forms in Ivitskaya, Samarova and Fletcher (1992) and Korneva and 
Reshetnikova (1989) have been counted and then totalled to give a percentage of their 
usage throughout the entire polylogue. The results for Ivitskaya, Samarova and Fletcher 
(1992) are presented below in Table 33 and will be followed by surnmative comments on 
the main findings. The same process is then repeated for Komeva and Reshetnikova 
(1989) in Table 34 which is followed by similar summative comments. Finally, the 
results from Tables 33 and 34 are compared directly to the findings in Table 3 1. 
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ý- Table 33 
jable Showing the Distribution of Verbs in Vnit 6 of 
Ivitskaya, Samarova and Fletcher (1992) 
Verb Form Part I Part 11 Part III Part IV Part V Part Vl Part VII Total 0% 
Present Simple 14 21 13 1 12 17 1 101 46 1 
, 
Present Continuous 2 3 :ý 
ý8 
1 1 16 17 
Present Perfect 1 1 1 13 , 6 
Present Perfect Continuous 1 0.6 
Present Emphatic 2 2 7 3 
! Past Simple 3 6 2 1 4 3 1 20 9 
Past Continuous 2 1 
, Past Perfect 3 1 4 2 ýpast Perfect continuous 0 0 
, Past Emphatic 3 4 2 
Future Simple 2 2 4 7 21 10 
ýFuture Continuous 1 1 
2 1 
'Future Perfect 0 0 
ýFuture Perfect Continuous 0 0 
, Future in the Past Simple 1 3 11 1 6 11 2 14 6 
Future in the Past Continuous 1 0.5 
'Future in the Past Perfect 1 0.5 
, Future in the Past Perfect Continuous 0 0 
Imperative 31 1 1 3 3 11 5 
future Subjunctive Simple 11 0.5 1! 
Passive Present Simple 1 0.5 
Passive Future Simple 
4 
a:; 1 0.51 
iTotal I '221 1100% 
From Table 33, it is clear that there is an uneven but varied distribution of verb forms. In 
total eighteen different verb forms are used in the polylogue. However, only 1% of the all 
verbs is in the passive voice with 94% of verbs in the active voice. Given the nature of 
oral discourse, it is not surprising that 5% of all verb forms are in the imperative form. 
Of all the verbs in the active voice, there is a high concentration of appearance of only a 
few specific forms. The present simple is the most dominant of all, appearing 46% of the 
time. The next six most frequently used forms fall short of this figure, even when 
combined (future simple (10%) past simple (9%), present continuous (7%), present 
perfect (6%), future in the past simple (6%) and imperatives (5%)) at 43%. Only four 
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verb forms in the active voice do not appear in the polylogue (past perfect continuous, 
future perfect, future perfect continuous and future in the past perfect continuous). 
Table 34 shows the distribution of verbs in Ivitskaya, Samarova and Fletcher (1992): 
Table 34 
Table Showing the Distribution of Verbs in Korneva and Reshetnikova (1989) 
Verb Form Part II Part 21 Part 31 Part 41 Part 51 Part 6 1 Total ! 0% 
; Present Simple 19 11 20 10 31 14 31 1128 1 46 
ýPresent Continuous ii 21 1 4 1 
Present Perfect 4 5 5 7 2 3 26 9 
, Present Perfect Continuous 
0 0 
Present Emphatic 
'Past Simple 4 
2 
6 7 
4 
5 
1 
11 11 
2, 
18 
9 
51 
3 
18 
Past Continuous 
, Past Perfect 
00 
110.5 
: Past Perfect Continuous 01 0 
Past Emphatic 4 
6 2i 
r 
, Future Simple 
Future Continuous 
ýFuture Perfect 
iFuture Perfect Continuous 
- 31 
1 
1 1 16 1 2 13 
0 
0 
6 
0 
0 
0 
IFuture in the Past Simple 
Future in the Past Continuous 
Future in the Past Perfect 
Future in the Past Perfect Continuous- 
7-- r- 
2 3 
0 
0 
0 
1 
0 
0 
0 
Imperative 5 3 1 8 2 3 22 
ýused to be 3 1 
0 0 
Passive Present Simple 
Passive Past Simple 
Passive Future Simple 
6 3 1 4 
1 
1 13 
0 
0.5 
5 
0 
ýTotal 2fi7100% 
Table 34 shows that there is less variation in the distribution of verb forms in Korneva 
and Reshetnikova, (1989) than in Ivitskaya, Samarova and Fletcher (1992). In total 
thirteen different verb forms are used in the polylogue. There are more verb forms in the 
passive voice, totalling 6% of the all verbs is in the passive voice with 85% of verbs in 
the active voice. 8% of all verb forms are in the imperative form and 1% of the verbs use 
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the verb form 'used to'. Among the verbs in the active voice, the present simple remains 
the most dominant form, appearing 46% of the time. This is the exact same figure for 
Ivitskayd, Samarova and Fletcher (1992). The next six most frequently used forms (past 
simple (18%) present perfect (9%), imperatives (8%), passive past simple (5%), future 
simple (5%) and present emphatic (3%)) have a higher total than the active present 
simple at 48%. Nine verb forms in the active voice do not appear in the polylogue 
(present perfect continuous, past continuous, past perfect continuous, future continuous, 
future perfect, future perfect continuous, future in the past continuous, future in the past 
perfect and future in the past perfect continuous). 
The statistical tool chi-square confirms that there is a close correlation between the verb 
form distributions of the active and passive voices in Tables 33 and 34 above. The null 
hypothesis is rejected because the calculated value is 7.33). This implies that there is a 
significant association between the two sets of results even at the 1% level. Given that 
they are both based on spoken discourse, this finding is not surprising. Similarly, when 
the total number of active and passive verb forms in Tables 32 and 33 are analysed in the 
same fashion, chi-square confirms that there is no significant difference between the two 
sets of results. The value obtained (40.07) is significant, even at the 0.1% level. The 
obvious conclusion to be drawn from this last statistic is that UdSUs oral and written 
discourse materials use a similar range of verb forms. This is reflected in the same range 
of verb forms which appear in the small number of verb exercises throughout the corpus. 
In conclusion, the choice of when to include a grammar section at the back of the book 
appears an arbitrary and erratic one. The Faculty of Literature and Language does not 
include any of these tables but Law, 11istory, Economics and the Entrance Examinations 
books do. The same pages of grammar tables appear from First Year right through to 
Fourth Year without any sequenced gradation in the difficulty of the structures. Muckle's 
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list (1988, p. 155) of when the key aspects of grammar and syntax are introduced at 
secondary level confirm that previous central Soviet planning should have catered for the 
exact same areas of grammar for all prospective UdSU students. The conclusions to be 
drawn from this fact are that (i) the students entering UdSU have either not covered this 
content or (ii) they have not mastered it and in fact continue to struggle with the same 
aspects throughout their entire period of study at UdSU. The appearance of these same 
tables (although newly typed unlike all the previous ones which were merely the same 
tables photocopied over and over again) in the Abiturientu-96 book for entrance 
candidates confirms this. Among the material covered, there is clear evidence of 
simplification of material. Several verb forms are absent from the tables supplied at the 
back of the books when Muckle (1988, p. 155) suggests that these same forms should 
have been covered previously at sch6ol level. 
5.8 Conclusion to Chapter Five 
The evidence gathered in this chapter indicates that UdSU textbooks seek to develop 
processes which are verbal and written response based and which require a non-physical 
response. They attempt to bring the learner to the point where he produces a response 
which involves repetition and drill development in both the oral and written domains. 
The interaction between the learner and the material is not real but simulated. The 
general oral work is generated from the tasks included in the textbooks. Consequently, 
there is a limited 
_element 
of discussion and problem solving. However, there is more 
focus in controlled role play but this forms only a minor part of the entire gamut of 
UdSU textbook production. 
The above points lead to the conclusion that the implied syllabus derived from the 
textbooks is that of an analytic syllabus. This is the frequent syllabus type for ESP 
material based primarily on content. The educational objectives of this analytic syllabus 
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are blurred and therefore inadequately thought out. There is no obvious sequenced 
progression of grammatical structures within each individual textbook, still less when the 
corpus of material is analysed as a whole. This is supported by the results of the 
independent statistical tool chi-square. Analysis of the verb distributions in the UdSU 
corpus and the Intensive Method books analysed earlier in Chapter Three show that there 
is a high degree of association in the verb distribution. Lexical progression through the 
books is inevitable to some degree due to the new texts covered but the selection of the 
texts have no pre-conceived criteria. In part, this is due to the limited access of authentic 
or appropriate TL sources. In another sense however, criticism must be levelled at the 
insufficient spread of responsibility for textbook production within the Faculty. From 
1980 to 1998, only 17 teachers have contributed to the work of the Faculty. This is only 
37% of the 1998 total number of FLSP teachers (46 in total). Among this grýup, a 
smaller number can be described as 'prolific'. They include Korneva (9 books), Ivanova 
(8 books), Kuznetsova and Reshetnikova (7 books), Konyakina (5 books) and 
Mamushina, Dubrochova and Shishkina (3 books). Most of these teachers worked (and 
in some cases still do) in the same faculties of law, history and economics. The 
conclusion drawn is that teachers in the vast majority of faculties are not active in 
textbook production. 
As dealt with in Chapter Three specific progress has been made in two key Russian 
methodologies. This has led to the development of an UdSU variant of both the 
Milashevich Method and the Intensive Method. Greater success has been achieved in the 
former, but in both cases the aims of each methodology have a limited role within the 
entire UdSU context. Nevertheless, their existence confirms that UdSU has a recent 
history of theoretical research into Russian ESP methodologies. However, there is no 
evidence that the developments in the FLSP's English Section have spread their influence 
to other tertiary institutions in Udmurtia, let alone in Russia. 
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Recent improvements in access to authentic TL sources have resulted in the introduction 
of more TL focused teaching material which provides the UdSU learner with a more 
realistic exposure to TL culture and native speaker produced discourse. In earlier cases 
and most definitely for Book 36, the UdSU authors are only notional authors who have 
taken the material, had it retyped or even just photocopied it and then added their name 
on the front. This has happened to Book 36 but the original author's name has been 
retained. In all cases, except Korneva and Reshetnikova (1994 and 1996) and Alekseeva 
and Ivanova (1996) Ivanova and Kuznetsova (1998), presentation and layout of the texts, 
related tasks and grammar tables is of little or no importance. This more recently dated 
material marks a change in the process of UdSU-produced material which can be 
explained easily through the improvement in the availability of computers for word 
processing. In Chapter Six, other related issues concerning teaching and assessmeni are 
explored in further detail. The findings in this chapter serve to support the latter. 
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Key aspects in the taxonomic of Chapter Five are referred to and in many cases support 
the findings in this longitudinal review of UdSUs EFL teaching and assessment 
approaches. This chapter divides into two key areas. The first and main focus is UdSUs 
approach to assessment which is characterised and analysed in its most recent form. The 
second area of particular interest concerns UdSUs implementation of the First Year 
General English Syllabus and the subsequent development of the Second Year Syllabuses 
for ESP including an analysis of recent practices in assessment. 
6.1 Analysis of UdSU's Assessment Practice 
At the start of this research it proved -prdblematic to obtain sufficient information about 
all areas of assessment at UdSU. Through time however, the barriers preventing access to 
the required information dissipated and access to areas hitherto denied was granted. This 
has resulted in the following comprehensive overview of the system of assessment in the 
FLSP. 
There are five distinct types of assessment at UdSU. The nature of the assessment is 
dependent on: 
(1) The official academic stage which the student has reached. These stages are: 
(a) The Entrance Examination. 
(b) The Placement Test. Only the Faculties of Economics, Law, Public Relations and 
Psychology and Pedagogy can use placement tests to, strearn the students. Many FLSP 
teachers in the other host faculties have too few students in the year group to allow 
proper streaming or no autonomy to place the students as they want. 
(c) The End of Year Oral Examination which takes place in the summer term of each 
academic year. 
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(d) The Final Exit Oral Examination which is not compulsory in every 'hosf faculty 
served by the FLSP. 
(2) The period of the academic year during which the assessment is to take place. This 
assessment is a series of progress tests or sub-tests which are set at different intervals by 
the individual teachers of a teaching group. Often, they are based on grammar, reading or 
writing tasks. They are of no value at the end of the academic year as the mark awarded 
for the Oral Examination dictates whether the student has passed or failed the course. 
Each individual element of assessment is dealt with individually in the subsequent 
sections as they are listed in the points above. While access to all areas of assessment 
was granted, I did not have total freedom to obtain answers to all the questions which I 
wanted to ask. Consequently there are sections below whichý are more detailed than 
others. Given the circumstances under which this research was carried out, this is by far 
the most comprehensive attempt to analyse UdSUs approach to assessment. 
6.1.1 Entrance Examination 
UdSU's Entrance Examination takes place in July. Great prestige is attached to the event 
within the families of prospective students. At least one parent but often both arrive at 
the main University buildings with their son or daughter dressed in their best clothes. 
Entrance to the building is open to all on the ground floor but at the steps leading 
upstairs, between two and four soldiers stand on guard and permit further passage only to 
those students with an official University pass. Access to the corridors where 
examinations are in progress, is officially restricted to all teachers unless they are 
involved in the Entrance Examination. The system, however, is unclear because an 
individual can walk up to the soldiers and create a fuss and still gain access. At the same 
time, many teachers, including the Dean of the FLSP continue to claim that they cannot 
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enter the Faculty rooms. They say that they do not have an official pass because they are 
not involved in the Entrance Examination process. 
The examinations take place in all subject-specific faculties, including the Faculty of 
Languages for Specific Purposes. However, in contrast to all other faculties, not every 
student is examined by the FLSP as the. Faculty offers only a complimentary element to 
the main subject in the subject-specific faculties. As a direct result of this fact, most 
teachers at the FLSP have no control over the quality or composition of the classes put 
together by the 'host' faculty. Only Economics, Law, Public Relations and Psychology 
and Pedagogy have the autonomy to test the English of their students. There are several 
reasons for this. (i) Greater emphasis is attached to the importance of foreign languages 
by these host faculties. (ii) The Deans in these faculties are progressive. . 
(iii) These 
faculties are bigger and have the wealth to match their ambitions with the appropriate 
finances. 
6.1.1.1 Entrance Examination Preparatory Books 
As access to the Entrance Examination is prohibited by the University, it is impossible to 
analyse the characteristics of the examination. However, the Abiturientu books which 
prepare prospective students for the Entrance Examination have been analysed instead to 
provide some evidence of their nature. The FLSP does not have a published set of 
achievement levels which it expects prospective candidates to achieve in order to gain 
access to their courses. In fact, it is unlikely that the FLSP has any influence on the 
decisions of the host faculties when they come to decide which students they wish to 
admit to their own subject specific faculties. Instead, while the FLSP teachers do not like 
to admit the fact, all that they are doing, is gathering information about future - students 
for possible streaming, where the host faculty permits it. 
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While UdSUs Entrance Examination Preparatory books are the Western researcher's 
h 
only access to information concerning the examination, they have proved extremely 
useful for several reasons. First, they contain the linguistic and structural material which 
prospective UdSU students are 'expected' to know on entry to the FLSP. Second, they 
serve all non-language specialist students in all faculties and in this sense provide a 
balanced overview of all faculties' expectations. Third, a more detailed analysis of the 
texts and activities will reveal the principal characteristics of what FLSP teachers expect 
of their new students which can then be compared to the expectations of the FLSP 
teachers as analysed in the taxonomic survey in Chapter Five. The lexical and 
grammatical items covered in these books can also be compared and contrasted to the 
findings for all UdSU books in the same chapter. Finally, by specifically focusing on the 
four Abiturientu (translated as school leavers') books, it is possible to trace any 
progression in the development of the FLSP's methodological thinking between the dates 
of publication of each individual book- a 
The range of material for UdSU's Entrance Examinations is limited to four books. In the 
English section, nothing before 1996 is now available, whereas in German nothing after 
1995 has been produced. In both cases, it is unclear whether any Entrance Examination 
Preparatory books existed prior to those which are now available. These books are 
produced 'en masse' by the Udmurt State University Press and are subsequently sold to 
prospective students who in 1998 paid 25 roubles for the English book and 20 roubles for 
the German equivalent (approximately f. 2.50 and ; E2.00 respectively, or around two days 
salary for a teacher). Many but not all students seek tuition from the teachers of the 
Faculty in order to help them prepare for the Entrance Examination. It is strongly 
rumoured that by paying for such tuition the student is ensuring that he will not fail. 
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As the Entrance Examination involves an assessment of the oral abilities of the entrance 
candidate, this is reflected in the composition of the book. The exclusive use of text and 
nothing else for preparation and use in the Entrance Examination is restrictive for the 
candidate both in terms of freedom of response and how the performance will be 
marked. The format causes greater dependency on the material in front of the candidate. 
For the purposes of tracing the longitudinal development of the FLSP's holistic approach 
to the Entrance Examination, the German textbooks have been included before the 
analysis on the English textbooks in the following survey. 
6.1.1.2 German Entrance Examination Preparatory Books 
The manuals for the early 1990's are extremely thin in size. The 1994 German manual 
contains sixteen sides with under 20% of it in German. With only 736 TL words, the 
manual is of very limited TL support to the prospective entrant. The three pages of TL 
contain a literary text for translation and two further sides with general topics for 
discussion. The topics cover a mixture of LI and TL related culture, including 
Outstanding German Personalities, German-speaking countries, Careers, School, Free- 
time, Holidays, School Subjects, Favourite Festival, Travelling and Where You Come 
From. Under each topic heading several questions are listed. The questions are related to 
the student but are worded in an impersonal manner, for example Tlier berichten Sie 
über Ihre Familie, Ihre Freunde, Ihr Hobby. ' 
By 1995, the situation had progressed substantially in terms of length of material to 48 
pages of TL text (containing 10,752 words) compared to fourteen in the Ll. An 
acknowledgement of typing inaccuracies is made by including a two-sided loose-leaf 
page containing 30 typing errors. This is the only example of such a correction page 
found in any UdSU publication, English or German but not the only textbook for which 
such a correction sheet is required. 
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From the list of topics contained in the 1994 manual, only five topics with* specific 
questions remain: Outstanding German Personalities, German-speaking Countries, 
Careers, School, Free-time. Replacing the other questions are 24 texts which cover all the 
topics of the 1994 manual. Many of the texts are written in the first person singular and 
are often ethnographically TL centred from either a Russian or an Udmurtian 
perspective. In some cases the perspective is specifically that of a student from Izhevsk. 
The opening text of Abiturientu-95 (1995, p. 16. ) is entitled Meine Schule'and begins: 
Ich bin Absolvent(in) der Schule .... 
Sie liegt in Ishewsk 
Puschkinstraße (163), ist noch nicht alt. Sie wurde 1984 gebaut. Zehn 
Jahre lang lernte ich in dieser Schule. Mit Wärme und Liebe erinnere ich 
mich an sie, an meine Lehrer und Lehrerinnen, an meine Schuljahre und 
Schulfreunde. 
From the format of the manual, it is clear that the itudent preparing for the Entrance 
Examination should read, understand and apply the texts to his or her own personal 
situation and background. This approach reflects the Russian tradition of focusing on the 
topic 'our country' as in the above example where the material is set in an Udmurtian 
context. It also presents the material in very idyllic language, such as in line 3 'with 
warmth and love I remember my teachers, my school years and school friends'. This 
choice of language is similar to the tone of Intensive Method polylogues. 
6.1.1.3 English Entrance Examination Preparatory Books 
Beyond these findings, the German. manuals provide no further service in this analysis. 
Consequently, our attention shifts to the English manuals. Table 35 below displays 
information about the number of source references acknowledged in the preparatory 
books. It suggests that there is a shift in methodological thinking between the years 1996 
and 1998. Where the 1996 version contained 24 LI sources and 29 TL sources, the 1998 
version shows a distinct drop in the emphasis of the use of Ll sources. There are fourteen 
Russian sources while TL sources remain steady at 25. However, statistical analysis 
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using the chi-square test suggests that there is no association between these two sets of 
values. The calculated figure of 0.8 is well below the significance value even at 20%. 
Therefore there is no methodological change which has occurred in the thinking of the 
authors of the two books and the findings observed initially cannot be credited to any 
apparent shift. 
Table 35 
Table Showing the Sources of the Texts Contained 
in the Entrance Examination Books 
! Sources Abi-96 Abl-98 
iRussian 24 14 
, English 29 25 
, Not Given 2 3 
Total 55 42 
In contrast to the German textbooks, the information obtained in Table 36, which 
follows, demonstrates that the two English manuals are much longer in terms of (i) 
number of pages and (ii) word length (between 25,000 and 26,000 words). 
Table 36 
Table Showing The Length of Target Language Material 
in Abiturientu Books at UdSU 
NB The books are referred to using a combination of letters and numbers. The Letter 
indicates the TL (i. e. German or English) and the number refers to the date of 
publicatiom 
ýook I Pages! Lines 1 Words Per Line Word Total 
G94 ý2 46 8 736 
G95_, 48 32 7 10752 
E96 70 34 12 28560 
E98 40 40 13 25090 
The English books contain a greater range of skill-based tasks than their German 
equivalents. Table 37 reveals that in Abituruentu-96 there are fifteen pages of grammar 
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and twelve pages of listening comprehension. In Abiturientu-98, there are ten, pages of 
listening comprehension and just over seven pages of answers. The texts contained in 
both English manuals are of three distinct types: (i) narrative extracts from a literary 
source, (ii) factual texts about the TL culture or country (i. e. Great Britain or the United 
States of America) and (iii) an introduction in English on a topic related to Russia but 
presented in a simple and superficial manner. 
Table 37 
Table showing the Breakdown of Total Pages of Material Dedicated to the Various 
Sections in Each Abiturientu Book Published at UdSU 
G94 8 2 iIIi1 16 
G95 10 48 1 62 
E96 2.5 70 2.5 15 12 1 107 
E98 1.5 52 1.25 10 9.25 725 74 
The general overview of the Abiturientu. books is now complete. In the following 
sections, the focus shifts to the results analysis of each of the FLSPs Abiturientu books 
for English. For each book details concerning task selection, the structuring and nature of 
questions including how learner centred the question wording is and the number of 
references to TL and LI culture there are in the same range of questions. 
6.1.1.3.1 Abiturientu-96 
Abiturientu-96 contains 28 units, each of which has two individual texts related to one 
theme. In all the exercises, the emphasis is on basic analytical skills. The tasks are based 
predominantly on the knowledge of specifics and facts in the cognitive domain. Table 38 
below shows that questions which start with 'what Tnumber 46% of the 171 questions 
asked in the book. The answers are easily found and require primarily a repetition of the 
relevant sentence. Later analysis in this chapter on UdSUs oral examination format 
confirm this practice. The remaining 55% of the questions continue to show a limited 
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variety in terms of style and the demands which they place on the learner by focusing on 
answers to be found easily within the text. By way of example, the second most popular 
form of question (25% of all questions) requires merely a yes or no answer. The third 
most popular question form at 12% asks the learner 'why. The use of the remaining 
question words cannot be described as prolific ('wherf is the fourth most frequently used 
question format at 6% while 'whose' and 'which' are joint last at I% respectively). In all 
of the above question formats there is no room for what Bloom calls interpretation or 
elicitation or for what Galperin labels manipulation or alteration of speech acts. With no 
questions based on the second text in each unit, the average number of questions is low 
at 6.1 questions per unit. This is a low figure for tasks requiring only knowledge of 
specifics. It reveals a great under-exploitation of the material. The uniformity of task 
style remains throughout which shows an extremely limited range of task setting.. The 
only other task specified is a complete translation of each text. 
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Table 38 
Distribution of Question Format Types in the Textbook Abiturientu-96 
Unit what wh es/nowhywhos where. whem how which 
1 
- 
5 11111 -I 
2 2 311 
3 6 1 
4 5 
5 2 311 
6 4 12 
7 3 41 
8 6 
9 1 1 2 
10 2 2 
11 3 3 
12 4 1 
13 1 2 3 
14 1 3 3 
15 i 3 i 2 
16 1 1 1 2 
17 1 2 
18 2 1 1 2 
19 1. 2 
20 3 1 
21 3 1 1 
22 3 1 1 
23 3 1 1 2 
24 
25 3 2 
26 1 1 4 2 
27 2 3 
28 4 1 1 
Totall, 78 4 42 20 111 4 11 10 
Another major weakness in Ud. SUs approach to task setting for prospective students is 
highlighted in Table 39, namely that the engagement of the learner in TL assessment 
tasks is of secondary importance in the production of the questions. There is little 
attempt to engage the learner personally in the work or elicit his personal engagement by 
using words- which address the learner directly. Only ten questions out of 171 (6%) 
contain either the wordyou! oryoue in their formation- Only six of the 28 units (21%) 
contain these words. The learner is being trained to understand and respond to the TL in 
an impersonal format. This results in tasks which are low in both the cognitive and 
affective domains which in turn reduce the personal motivation of the learners in class. 
252 
Chapter Six 
Table 39 
Distribution of the Number of Questions Containing a Reference to 
'You' or 'Your' in the Book Abiturientu-96 
Unit No. of Qu. 
1 0 out of 6 
2 1 Out OT fi 
3 1 out of 7 
4 1 out of 7 
5 0 out of 7 
6ý O out of 7 
7 0 out of 7 
8 0 out of 7 
9 0 out of 6 
10 0 out Of 51 
11--7 0 out of 6 
12 0 out of 6 
13 1 0 out of 5 
14 0 out of 7 
15 0 out of 6 
16 0 out of 5 
17 0 out of 4 
18 0 out of 6 
19 
-- 
0 out of 3 
20 7 0 out of 6 
21 0 out of 6 
22 0 out of 6 
23 2 out of 7 
24 0 out of 5 
25 4 out of 5 
26 0 out of 7 
27 1 1 out of 6 
28 0 out of 6 
Total 10 out of 168 1 
A third aspect in the analysis of Abiturientu- 96 concerns the culture of the reading 
comprehension and translation texts. Results from Table 40 below show that ten texts 
(36%) contain reading comprehension questions set in a TL culture (be that UK, US 
based or a combination of both). However, sixteen texts out of 28 (57%) are of a general 
nature and could apply to Western or Russian societies. This follows the Russian 
tradition of not alienating the TL leamer but ensuring that there is sufficient material 
which is familiar to the learrier. Interestingly, there are only two texts (7%) with specific 
references in the questions to the homeland which is smaller than the number of texts 
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with reference k 
to either the United Kingdom or the United States. This contrasts with the 
traditional Russian approach of focusing on the homeland. 
Table 40 
The Number of References to the M USA, Russia and English 
in the Comprehension Questions in Abiturientu-96 
Unit UK USA Russia English 
0 0 0 
2 0 0 0 0 
3 0 0 0 0 
4 0 0 0 0 
_ 5 0 0 0 0 
6 0 1 0 0 
7 0 0 0 0 
-8 
0 0 1 0 
1 9 2 0 0 0 
10 0 0 0 0 
11 i 4 --b', 0 
12 1 4 0 
13 2 2 0 0 
1 14 0 0 0 0 15 2 4 0 0 
16 0 0 0 0 
17 1 0 0 0 
18 6 0 0- 
19 L 
.0 
0 01 0 
20 1 0 0 0 
21 0i 0 0 0 
22 0 0 i0 0 
23 0 0 0 0 
_24 
0 0 0 
_25 
0 0 1 0 
26 0 0 - 0 -- 0 
27 0 0 0 
7 -7 0 
28 0 0 0 0 
Total 17 15 2 0 
In draNving a conclusion to the analysis of Abiturientu-96, it is within reason to believe 
that because UdSU publishes its own material for prospective students to prepare for the 
Entrance Examination, the selection of material and tasks set reflects the realities of 
what was happening in the Entrance Examination in the period just before and including 
1996. Therefore the general characteristics of Abiturientu-96, as detailed in this section 
254 
Chapter Six 
confirm that during the aforementioned period the FLSP's 
-expectations 
of prospective 
students were basic. This is most notable in the limited and repetitive style of question 
forms which were employed. The questions were exclusively task based and required 
little or no learner engagement on a personal level and remain of low cognitive value. 
However, the selection of topics was more learner focused because it reflected the life 
experiences of the prospective student in the Udmurt environment who has little, 
knowledge of the TI: s current culture. 
6.1.1.3.2 Abiturientu-98 
Abiturientu-98 has been analysed in exactly the same manner as Abiturientu-96 to yield 
distinct differences in methodological approaches between the two books published 
within a two year period of each other. The most obvious feature, is the clear 
methodological shift in emphasis between Abiurientu-96 and Abiturientu-98. First, the 
instruction to translate every text has disappeared. Second, Table 41 below shows that 76 
out of 123 questions (62%) contain the word 'you' or 'youe in the 1998 edition compared 
to the 6% in the 1996 edition. Also, only two of the 23 units (9%) do not contain such 
references compared to the 78% of texts in Abiturientu-96. The low cognitive 
introductory question words (such as what, why, when, how etc. ) have been replaced by a 
more learner engaging style. Statistical evidence supports the view that there is a high 
degree of association between the results of Tables 39 and 41. Using the chi-square test, 
the calculated value is 56.56. As this value is higher than the critical value at the 5% 
level, the null hypothesis that there is no correlation between the two can be rejected. In 
fact, the calculated figure is higher than the critical value at the 0.1% level which 
indicates a very high degree of association. Clearly, a major theoretical shift has occurred 
in the methodological thinking of the FLSP. The material is more learner focused. 
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There are several consequences resulting from this change: (i) It increases motivation in 
the affective domain. (ii) The more varied forms of questions go beyond the level of 
comprehension in the field of intellectual abilities and structures, as defined by Bloom, 
rising to interpretation and extrapolation of information within the texts (e. g. 
Abiturientu-98, p. 32, Question 5). Consequently, the text becomes a springboard into a 
more personally engaging discussion on the topic of the text. This requires a synthesis of 
what has been read and a resulting formulation of the candidate's own ideas and opinions 
(e. g. p. 17, the student is asked whether there would be a need for an organisation like 
the Samaritans in Izhevsk. ). 
Table 41 
Distribution of the Number of Questions Containing a Reference to 
'You' or 'Your' in the Book Abiturientu-98 
Unit No. of Qu. 
14 out of 6 
2 1 out of 7 
3 
- 
3 out of 5 
ý 4 5 out of 7 
5 4 out of 5 
6 i5 out of 5 
7 5 out of 5 
8 1 out of 5 
-9 
4 out of 7 
10 3 out of 5 
11 3 out of 4 
12 6 out of 6 
13 5 out of 5 
14 1 out of 4 
15 5 out of 5 
16 3 out of 4 
17 4 out of 5 
18 5 out of 5 
19 0 out of 8 
20 
- 
0 out of 8 
2 1 3 out of 4 
22 3 out of 5 
23 3 out of 3 
Total -76 out of 1231ý 
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The third key feature of the analysis concerning the ethnographic character of 
Abiturientu-98 shows that in contrast to Abiturientu-96, it contains substantially more 
references to both TL and Ll cultures in the comprehension questions. Table 42 below 
shows that LI references have increased the most from two in 1996 to 34 in 1998. The 
references to TL cultures have increased also but to a lesser degree. UK references have 
risen from a total of fifteen to twenty while references to the US rise by only three from 
seventeen to twenty. There are no references to the English language in 1996 but this 
figure rises to five in 1998. The combined TL references to the UK and USA total 
slightly more than the LI references at 40 but the increase is a modest 25% compared to 
the 1600% increase in references to Russia. 
When thý results obtained from the combined TL references (UK and US) and the LI, 
references (Russia) for Abiturientu-96 and Abiturientu-98 are analysed using the 
statistical tool chi-square there is sufficient evidence of interaction between the numbers 
of TL and LI references. The chi-square value (17.14) is higher than critical value at the 
5% level (3.84) for one degree of freedom. There is evidently a close association 
between the totals of TL and LI references because the calculated value is still higher 
than the critical value at the 0.1% value (10.83). 
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Table 42 
The Number of References to the M USA, Russia and English 
in the Comprehension Questions in Abiturientu-98 
Unit UK USA Russia English, 
3 
17Tý 3 
4 2 3 
5 21 3 5 
6 
7 4 
8 
9 1 1 2 
10 1 
11 2 2 3 
12 2 4 
13 4 
14 1 2 
15 3 
16 1 1 3 
17 2 
18 
19 8 
20 
21 
22 3 
23 
Total, 20 20 34 5 
When the statistical evidence from Table 41 is analysed Nvith the evidence gathered from 
Table 42, it is clear that a methodological shift has occurred in the FLSP's expectations 
of prospective students. Between 1996 and 1998 there has been a definite shift from a 
low cognitive expectation to one of a higher level expected from the prospective 
candidate. This is reflected in the broader range of TL and Ll issues which demand more 
personal engagement but which at the same time remain faithful to the Russian FL 
tradition of studying both 'home' and 'abroad'. The range of skills tested by UdSU at the 
Entrance Examinations is no longer limited to reading skills but has broadened to include 
reading, speaking, listening and writing in a more personally relevant approach for the 
prospective students. These developments have been matched by an improvement in the 
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quality of UdSU textbook presentation. The use of word processing has allowed the 
authors to underline titles and subtitles and sequence the order of activities in a more 
learner friendly manner. 
6.1.2 The Placement Test 
Due to the restricted access to a limited number of materials, the findings obtained in this 
sections are of limited value on their own. However when they are viewed as part of a 
much wider picture for triangulation purposes, the findings enhance and support areas 
elsewhere in the thesis. Of the eleven sample questions from the Faculty of Economics, 
all are examples of an indirect system-referenced test and offer only a snap-shot of the 
candidate's linguistic ability in the TL. There are two distinct types: 
(1) One of the eleven questions is pladed in the context of a short paragraph where the 
candidate must read, understand and then choose the most appropriate answer from the 
four options available (a multiple choice question). The culture of the text is neither TT, 
or LI but international, namely about Japanese work practices. The topic reflects a 
relevant issue for the Faculty of Economics. 
(2) Among the remaining ten questions, the exclusive purpose of the tasks is to test the 
candidate's knowledge of specific grammatical aspects. One question focuses on 
adjectives (the comparative and superlative forms), another on the definite and indefinite 
articles, six on verb forms (including past continuous, future in the past simple, past 
continuous and past emphatic as used in questions) and one question on quantifying 
words (some, any, many, much, little and a few). The topics of these ten multiple choice 
questions are of a general nature and are in no way specific to the Faculty of Economics 
nor TL or LI cultures. 
The nature of the grammatical content of these questions is limited but predictable and 
reflects the same concerns which run throughout the entire UdSU book taxonomy as 
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noted in Chapter Five. This evidence can be interpreted in one of two ways: either (1) the 
students at the start of their ESP studies in the Faculty of Economics have difficulties 
with the areas of grammar listed above and then continue to struggle with the same 
grammar issues during the course of their university career, or (2) there is no practice of 
methodological progression through gradationally sequenced issues of TL grammar. The 
issues covered in this placement test for prospective First Year students in the FLSP are 
the same areas covered by the general taxonomic survey in Chapter Five on the books 
available from all of the FLSP's host faculties. 
The instructions for the two different sections of question types are in the TL and not the 
Ll. It is difficult to understand why they are not in the TL because the nature of the 
activity is clear for each question. It would cause no apparent difficulty if the TL were 
introduced to explain such assessment tasks instead of the L1. This is an example of how 
assessment material has not been brought into a TL environment. Such a shift occurred 
in the British education system in the mid 1990's with the introduction of TL usage for all 
task descriptions and all specific questions at GCSE level for all foreign languages. It has 
not proved to be a difficult transition for schools to make. Therefore it could be 
introduced easily at UdSU if the drive to insist on a more TL focused system of 
assessment was fully implemented. 
6.1.3 The Oral Examination 
Key elements of the UdSU oral examination format have already been analysed in the 
earlier section on the Entrance Examination. The characteristics noted earlier remain 
relevant for UdSUs end of year oral examination also. The evidence gathered shows that 
the oral examination deals with involved participation from candidates on topics which 
are more related to them than is evident in the case of writing tests. The type of language 
is heavily dependant on the situation in which it is being used. The following analysis of 
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the level and type of discourse, which takes place at UdSU comes from three oral 
examinations with candidates from the Second Year Public Relations course, provides a 
high degree of detail about the exact nature of what occurs at UdSU oral examinations. 
As no access to the Exit Oral Examination is possible, the findings in this section serve a 
dual function of characterising the nature of both end of year and end of course Oral 
Examinations. 
6.1.3.1 Examination Format and Implied Methodology 
In interviews, FLSP teachers state that the oral examination is meant to last 15-20 
minutes in total. The internal evidence of the format of the three specimen orals does not 
sustain this claim as the specimen orals are much shorter. Consequently, it can be said 
that the FLSP' stated theory has not been practised by the teacher-examiner in the three 
assessed examinations. However, there is much qualitative validity in the work carried 
out in this section of research because it is the first time that UdSU oral examination 
practice has been described in such detail. The results of analytical work carried out 
reveal the following structural breakdown in the forinat of the oral examination: 
(1) The candidate begins by reading a short passage of 80-100 words from a longer text 
which he has had 20-30 minutes beforehand to read and prepare for translation. In this 
opening section, the candidate is assessed for the ability to read English aloud with good 
clear pronunciation, intonation, fluency and a good understanding of the meaning of the 
text. 
(2) Next, the candidate translates the same passage into Russian which he has read in 
part one of the examination. Here the focus is on the translation skills of the candidate 
and his ability to render an accurate version of the TL text in the Ll. 
(3) In the third section of the examination, the teacher-examiner asks four to five 
questions based on the same passage which the candidate has read (For the purposes of 
convenience, this section is referred to as Q&AI in all subsequent sections). These 
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questions require factual answers only and can be found easily in the text. The candidate 
must only respond aloud with the appropriate part of the text. The skill being assessed 
here is the ability to follow a short series of previously unheard questions on the text, 
understand what is being asked and then to find the relevant section in the passage and 
read out the required answer. The length of answers offered by the three candidates 
ranges from three words to 31 for a single response. Each candidate does not have to 
elaborate on an answer or interpret the material. The teacher-examiner prefers shorter 
answers in this section as the assessment criteria focuses on the ability to answer the 
questions posed. As in part one of the examination, the assessment is based on the 
candidate's performance in the areas of pronunciation, fluency, intonation and 
understanding. 
(4) The candidate -spýaks about a pre-selected topic. The topic is chosen by the candidate 
who is presented with a series of titles on pieces of paper. These sheets are faced 
downwards on a table and the candidate selects one of them. The candidate may write a 
plan of what he wants to say during the preparation time but is not permitted to bring any 
paper with him into the examination room. The topics are not new to the candidate as 
they have been covered during the course of the semester. The length of the presentation 
is circa 100 words and it lasts for under one minute. Here the candidate is being assessed 
on the ability to present information on a chosen topic which can involve expressing his 
own opinions though he does not necessarily have to do so. This is done without the aid 
of notes but rather from memory and revision done prior to the oral examination. 
(5) The teacher-examiner asks the candidate approximately five questions which are 
related to the topic (For the purposes of convenience, this section is referred to as Q&A2 
in all subsequent sections). The teacher may have prepared these questions in advance 
but this is not always the case. In the three samples analysed, the teacher had written out 
his questions in advance. Again, the element of unpredictability for the candidate exists 
262 
Chapter Six 
as he is being assessed on his ability to understand and respond to the short series of 
questions, converse freely and be able to switch from one topic to another. In theory, the 
teacher also expects longer answers'in this section but based on the evidence found in the 
analysed samples, only a simple level of response is required as answers do not 
necessarily have to be given in the form of a full sentence. 
(6) The final part of the oral examination involves the candidate listenin to a three to 9 
five minute dialogue in English which is played on a cassette recorder in the examination 
room. After this, the candidate delivers a series of answers to written questions which 
may be in the TL or L1. This section lasts a further five to seven minutes but does not 
form part of the results section below because no examples of this type of activity were 
supplied by UdSU The section which follows offers a detailed analysis of results 
concerning the UdSU oral examination. It analyses the examination statistically by 
braking down the individual parts of the oral thus yielding richer and more precise 
results. These allow for internal comparisons between the different elements of the three 
sample orals. 
6.1.3.2 General Statistical Overview of the UdSU Oral Examination 
The most striking feature of the three sample orals is the limited number of words 
spoken by the candidates. Table 43 below shows that Candidate One speaks a total of 
345 words while Candidate Two speaks 279 words and Candidate Three 250 words. The 
sections entitled 'Text Reading! (Part 2 in Table 43) and 'Chosen Topic' (Part 4 in Table 
43) are features of monologue, while the sections Question and Answer I (Part 3 in 
Table 43) and Question and Answer 2 (Part 5 in Table 43) are features of dialogue. The 
monologue parts contain a majority of the words with the section 'chosen topic' ranking 
first out of five in all three sample oral examinations. The 'text readine ranks second 
twice and third once (in the case of Candidate One). Conversely, the dialogue sections 
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are ranked third and fourth in all ýases except for the one occasion, in the case of 
Candidate 1, where Q&AI ranks second. 
Within the monologue parts, the highest total number of words spoken by all three 
candidates is in Part 4 (chosen topic) with 305 words (35%). The second highest total 
occurs in Part 2 (Teý. t Reading) with 252 words (29%). In the dialogue sections, Part 3 
(Q&AI) has the highest total of words spoken at 205 (23%), followed by Part 5 (Q&A2) 
with 104 words (12%) and Part I (Opening Exchange) with 8 words (M). The mean 
number of words spoken in monologue form across the three oral examinations is 64% 
compared to the 36% for dialogue. In fact the percentage calculated for Part 3 alone is 
equal to the sum percentage total for the dialogue Parts 2 and 4. From this evidence, the 
observation can be made that monologue is of higher importance than dialogue in UdSU 
orals by a substantial margin and consequently more preferred as a tool of assessment. 
This finding suggests that there is a limited chance of assessing the candidate's ability in 
open speech. 
Table 43 
Table Showing the Breakdown of the Words Used by 
Three Candidates During Oral Examinations at UdSU 
I Part 1 1 Part 21 Part 3 Part 4 Part 5 
Candidate Opening Exchang e Text Reading! Q. &A. 1 Chosenjopic Q. &A. 2 Total 
1 6 85 1 102 1 115 37 345 
2% 25% 30% 33% 11% 100% 
Rank 5 3 2 1 4 
2 1 81 64 95 38 1 279 
<1% 29% 23% 34% 14% 100% 
Rank 5 2 3 1 4-, 
3 1 86 39 1 95 29 1 250 
<1% 34% 16% 38% 12% 100% 
Rank 5 2 3 1 4 
E Total 8 252 205 305 104 874 
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Table 44 elucidates some of the -findings of Table 43 more clearly. In percentage terms, 
the two monologue parts total 58%, 63% and 72% of the total words uttered by 
Candidates One, Two and Three respectively while the dialogue parts total 42%, 37% 
and 28% for the same three candidates. 
Table 44 
Table Showing the Percentage of Words Spoken by the Candidates Throughout 
the Oral Examination which Can be Identified as 'Free Speech' 
Candidate Total Words Spoke-n F-monolog ue Percentage Dialogue Percen tage 
1 345 200 1 58% 145 
n 
42% 
2 279 176 1 63% 103 1' Iýu /a 
3 250777777T -191 1 76% 69 1 28% 
Results in the next two sections focus individually on the monologue and dialogue 
sections. Table 45 below provides results of the dialogue section first. In the case of 
Candidate One, 282 words are spoken in Parts 2 and 4 by both participants in the 
dialogue but the table also reveals that the teacher-examiner uses 137 words (49%) 
compared to the candidate who uses 145 words (51%). In total, Candidate One only 
manages to say eight words more than the teacher-examiner. The format of these 
dialogue sections is inappropriately balanced because there is too much teacher 
interference which impedes and even intimidates the candidate. In an oral examination 
the teacher-examiner should give the candidate enough opportunity to show off his 
knowledge and ability in the Ll. The evidence gathered about Candidate Two shows that 
the balance of the dialogue has moved towards the teacher-examiner with 143 words 
(58%) compared to the candidate's 103 words (42%). More surprisingly, Candidate Three 
only manages to speak 69 words (34%) compared to the teacher-examinees 136 words 
(66%). 
265 
Chapter Six 
Table 45 
Table Showing the Percentage of Words Used by the Teacher-Examiner and the 
Candidates During Dialogues in Comparison with Each Other 
Candidate Dialo gue-Teacher+Candidate TeacherTotal 0% Candidate Total 0% 
1 282 137 49% 145 51% 
21 246 1 143 58% 103 42% 
3 
- 
205 1 1 136 66% 69 34% Total 733 i 416 57% 317 43% 
The obvious conclusion to be drawn from the results in Table 45 is that the distribution 
of words in the UdSU oral examinations is a poor example of an assessment system 
which seeks to evaluate the TL performance of the candidates in dialogue form. The 
teacher-examiner dominates the conversation too much thus blocking the candidate from 
developing answers. In the analysis which follows this section, each of the examinati, ons 
are analysed individually. The findings strengthen the observations and interpretations of 
the evidence gained from Table 45 thus far. 
6.1.3.3 Analytical Results of the Monologue Sections e5 
The two distinctive elements to the monologue, namely reading a text aloud and 
speaking about a topic have been timed. The results have been compared to the number 
of words spoken in each of the two sections by each candidate as shown in Table 43 
above, thus giving the number of words per ten seconds. The result of this analysis bas 
yielded the findings presented in Table 46 below. 
Candidate One speaks faster than the other two candidates with a mean of 24.5 words per 
10 seconds for both the text reading and chosen topic sections. Candidate Three speaks 
at a slower rate of 15 words per 10 seconds, while Candidate Two is the slowest speaker 
of all three, speaking at a rate of 15 words per 10 seconds. Generally, the candidates find 
it easier to speak faster when reading from a text. However, Candidate Two speaks faster 
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when communicating freely in the pre-selected topic section. In order to appreciate the 
speed of English when spoken by a Native speaker, sections of Radio 4 news (Radio 4 
News, 9.00pm, Thursday 3 June 1999) were analysed in the same manner used to obtain 
the results for Table 46. The figure of 24.6 per 10 seconds is slower than Candidate One's 
pace when reading a text aloud. The same figure is only marginally ahead of Candidate 
Three's mean of 22 words per 10 seconds but well ahead of Candidate Two's 14 words 
4 
per 10 second average. In percentage terms, the candidates have delivered on average 
monologues which are 72% of the speed of the native speaker. This difference, While 
expected to a certain degree, is still substantial. 
Table 46 
Table Showing the Length in Seconds of the Two Monologue Sections Produced bY 
the Three Students Including. the Mean Number of Words per 10 Seconds 
Candidate I Reading Time No. of words Mean r 10 secs. 1 Speaking Timel No. of words Mean per 10 secs. 
1 30 seconds 85 28 1 55 seconds 115 21 
2 55 seconds 81 14 F60 seconds 95 1 tj 
3 38 seconds, 86 22 160 seconds 95 16 
1 Mean 141 seconds 1 21.3 158 seconds 101.6 17.6 1 
Now that the overall analysis of the oral examinations is complete, each part of the oral 
examination is analysed individually below across all three sample orals in a consecutive 
manner. As Part I of the Oral Examination is so short it does not form part of the 
following analysis. Indeed so little is said in the opening exchange that it has no effect on 
the assessment outcome of the oral examination itself. The remaining four parts are 
scrutinised in detail below. First, Parts 2 and 4 are analysed as monologues. Then they 
are followed immediately by an investigation of the dialogue material in Parts 3 and 5. 
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Candidate One - Reading the Text. Aloud 
11 
The text below comes from the field of literature and the tenor is formal where the 
teacher-examiner is focusing on the performance level of the candidate. Although a 
monologue, the passage contains elements of dialogue. The candidate indicates this by 
raising his voice and using more intonation although he has a heavy Russian accent The 
context of the passage is clearly American, although in the dialogue which follows in 
0 
Part 3 the reference to a bus fare of 10 cents places the text in an historical context 
because the cost of the fare is not remotely current. 
Tm. Martin EdeW, Martin began a conversation, 'and I want my five 
dollars', was what he would have liked to say, but this was his first editor 
and under the circumstances he did not desire to scare him too abruptly. 
To his surprise, Mr. Ford leapt into the air with a'You don't say Wand in 
the next moment with both hands was shaking M, ýrtirfs hand. 'Can't say 
how glad I am to see you, Mr. Eden. I've often wondered what you were 
like'. 
Candidate Two - Reading the Text Aloud 
The text comes from the field of history and offers a retrospective view. It is an 
international type of topic and not specifically relevant to TL culture. The tenor is 
formal. The candidate has particular difficulty in pronouncing the word'equipment. 
Any great undertaking whether it is an expedition like Columbus or for 
example a war needs three things. First it needs a courageous leader. The 
leader is the man with the idea, the man who will fight for his idea even if 
everyone else seems to be against him. Christopher Columbus was such a 
leader. Secondly, equipment is needed with products and inventions of 
other men. Without ships like the Santa Maria, the Pinta and the Nina, the 
journey was impossible. 
Candidate Three - Reading the Text Aloud 
This text comes from the field of history and therefore offers a similar retrospective view 
on Columbus to that described for Candidate Two above. Similarly, the passage is based 
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on a topic of an international nature and is not specifically relevant to the candidate's TL 
culture. 
All the people of the palýCe came to the dock. They stood in silence ýnd 
looked at the three ships that would soon sail away into the unknown. The 
weather on August 3rd 1492 was perfect. the sky was blue. A light breeze 
blew to the west. An old seaman whose sailing days had long been over 
looked up at the sky and sniffed the wind. He grunted and said: 'It's an ill 
wind. It'll blow them west straight into the arms of the demon. ' 
6.1.3.4 Analysis of the Pre-selected Topic 
This section deals with the pre-selected topic section and attempts to analyse whether the 
candidate takes into account the presence of the listener in what is said. If no account of 
the listener is taken into account then the monologue can be described as monologic. 
However, if the latter is taken into account, then McCarthy and Carter's (1995, p. 16) 
term dialogic can be used. 
There are few examples of reciprocity used by the candidates. This implies that they are 
not speaking to the teacher-examiner but at him. Candidate One uses the wordyou! three 
times, Candidate Two employs the term only twice but Candidate Three does not use the 
word at all. In all seven instances, the termyod is an impersonal one and is not directed 
at the teacher-examiner personally. There is also little reference to the first person 
singular. Only Candidate Two does so (one reference to T, 4 to 'me' and I to 'my'). 
Expressions of orientation such as 'so', 'as for me', 'because', 'if and 'but' are used on 
seven occasion and not at all by Candidate Three. This reveals an impersonal and non- 
engaging style which is void of personal views (See monologues below): 
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Note that all individual errors made by the three candidates have been transcribed 
exactly as they were spoken during the examinations and consequently the monologues 
include some errors ofsyntax and grammar. 
Candidate One - Pre-selected Topic 
Knowing foreign language is very important. There about three thousand 
languages in the world. It is impossible to learn all the languages so it's 
necessary to know English because it's an international language. It's 
spoken all over the world. The ability to use English needs regular 
practice. If you know English, you should practice it or you start 
forgetting it. Reading English books is a good way of making progress. 
Listening to the radio and tapes is an excellent opportunity too. It helps to 
understand British and American English. Regular listening improves the 
ability to understand other speakers. Writing is very important too. So 
there are different ways of keeping up English and improving it. 
Candidate Two - Pre-selected Topic 
Today people work hard. Women have many work to do in their house. 
They must to cook meals, keep the house and see the children. Many 
people believe it is important to plan daily round. If you plan the day 
carefully, you'll do more. Many famous people have a daily timetable. It 
helps them to achieve what they want. But some people say that 
timetables make life uninteresting. As for me, I'll always plan my week 
carefully. I can't waste time so my timetable help me. It helps me to have 
enough time for everything. 
Candidate Three - Pre-selected Topic 
Nature protection is one of the major problems today. It is everybody's 
concern. People continues to use nature as consumers. Man's activity has 
negative affect on the biosphere. Forests, animals and plants disappear 
due to pollution. Ecologist speak of air pollution, land pollution and water 
pollution. Litter or garbage is a great problem. It's ugly. It makes the city 
look ugly and spoils a view. Litter is a health problem too. Garbage brings 
animals which carry disease. In most places litter is against the law. The 
law punishes people who throw garbage on the streets. 
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6.1.3.5 Analysis of the Open Conversation Sections 
Parts 3 and 5 involve a short series of questions and answers. Table 47 shows a further 
breakdown of the information contained in Tables 43 and 45. In both Part 3 and Part 5 of 
the oral examination, the teacher-examiner contributes more words to the dialogue (53% 
in Part 3 and 61% in Part 5 respectively) than the candidate (48% in Part 3 and 40% in 
Part 5 respectively). The overall proportions of dialogue sections are as follows: 
j 
Table 47 
Table showing the Proportion of Words spoken by the Teacher 
and the Student in the Oral Examination 
Part 3 Part 6 Total 
Teacher Words 227 159 386 
Percentage 53% 60% 56% 
T 
Student Words 205 104 309 
, Percentage 47% 40% 44% 
Total Words 432 263 695 
The effects which the results in Table 47 have on the nature of the oral examination are 
profound. First, the teacher-examiner is in complete control. Not only does he give the 
instructions to the candidate to move onto the next section of the examination, but he 
dominates the phases of dialogue. Consequently his actions serve to inhibit the 
candidate. The only occasion when this does not occur is during Part 3 with Candidate 
One who has a tendency to offer lengthier sentences than the other two candidates. 
On several occasions, the teacher-examiner is abrupt to the point of being rude to a 
candidate. For example, he loses patience with the weaker of the three candidates 
(Candidate Two, Part I Turn 9, and Part 5, Turn 1). The candidate is dictated to 
throughout the entire examination and is offered little freedom to elaborate on any of the 
questions put to him. 
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As shown in the taxonomic survey in Chapter Five and earlier in Chapter Three in the 
section on the Milashevich Method, verbs are of great importance in the teaching 
strategies employed by FLSP teachers. However, by its very nature, the UdSO oral 
examination inhibits the candidate from communicating much in the TL and therefore 
the candidate has a limited opporttmity to show his ability to use verbs properly and with 
ease in the TL. In Q&A1 (see Table 48 below) Candidate One stands out from the other 
two because he manages to answer questions mostly with full sentences which contain 
verbs. He produces 15 of the 29 verbs (52%) uttered by all candidates. Candidate Two 
manages only eight verbs (28%) and Candidate Three offers even less verbs with only six 
(21%). In all three cases, the number of verbs produced remains small. Furthermore, the 
distribution of verb forms has a very low base with only five different types. The past 
simple dominates with 18 appearances (62%), followed by the present simple with five 
(17%). 
Table 48 
Distribution of Verbs in Q&A I 
Verb Form Candidate I andidate 2 Candidate 31 Total 
ýPresent Simple 311 1 5 
'Past Simple 10 15 3 18 
Past Ferrect bimpie 
, Past Continuous Past Emphatic (negative use) 12 
'Total 15 86 29 
The number of verbs produced in Q&A2 is even lower than the total for Q&Al. Table 49 
below shows that only fourteen verbs are produced in total by all candidates. Candidate 
One produces the most verbs once again with six (43%), followed closely by Candidate 
Two with five (36%) and Candidate Three in last place again with three verbs (21%). 
There are six different forms of verbs used but the range is limited. Only the present 
simple appears more than twice with seven appearances (50%). 
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Table 49 
Distribution of Verbs in Q&A 2 
Verb Form Candidate I Candidate 2 Candidate 3 Total 
Present Simple 4 3 7 
Present Perfect Simple I 
Present Perfect Continuous I 
lPresent Emphatic (negative use) 1 1 2 
jPast Simple 1 
ýFuture In the Past Simple 2 2 
AA 
I %. aI I- __ I lW 
a 
When the results of Tables 48 and 49 are compared to those of Tables 33 (Ivitskaya, 
Samarova and Fletcher (1992)) and 34 (Korneva and Reshetnikova (1989)), which are 
Intensive Method polylogues written for spoken discourse, the findings are self-evident. 
Tables 48 and 49 show that the UdSU candidates use a restricted range of verb forms 
which is under one third of the number -of forms used throughout the Intensive 
polylogues. This fact leads us to ask the question why the FLSP persists in teaching such 
a wide range of verb forms for usage in oral work when the FLSP has not trained its 
students to try and show a broader range of verb forms. The product delivered by the 
FLSP students does not match the breadth of input. 
S ecific Findings p b. 
Dialogue Parts 3 and 5 for Candidate One 
Part 3 
IT Now answer some questions. Do you happen to know 
anything about Martin Eden ? 
2S Yes certainly. He is the main character of the novel Martin 
Eden! by Jack London. I read this book in Russian. 
3T So you are lucky to have a passage from the book, arent 
you ? 
4S Yes I am. 
5T So why did Martin come to see Mr. Ford ? 
6S Mr. Ford was the editor of a magazine. He had published 
one of Martins stories but the editor didn't send him the 
money for it so Martin came to collect it. 
7T How did he greet Martin ? 
I 
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Part 5 
8 S Martin was very much surprised when Mr. Ford shook his 
hands and said that he was very happy to see him. 
9 T And who did Mr. Ford introduce Martin to ? 
10 S He introduced him to his staff. 
11' T Can you think that Martin was in need of money ? 
12 S Yes certainly. He borrowed ten cents to come to the office 
and he had no money to go back home. 
13 T Thank you. I have no more questions. Now speak on the 
topic. 
I T How long have you been learning English ? 
2 S I've been learning English for five years. 
3 T And did you have any special training ? 
4 S Yes, I had private lessons for over a year. 
5 T I see. Have you ever been abroad ? 
6 S Unfortunately, not yet. 
7 T If you have a chance, where would you like to go ? 
8 S I'd like to visit Australia and the United States of America. 
9 T And now the final question. Have you ever spoken to a 
native speaker ? 
10 S No, I haven't but I'd like to. 
II T Thank you. Now listen to the tape and tell us what it is 
about in Russian 
The number of words in Part 3 of Candidate One's oral examination is 167. The average 
number of words per turn is 12.8. The teacher-examiner used 65 words (39%) and the 
candidate 102 (61%). Given that this is an examination, the examinees role is over- 
emphasised with almost 40% of the total words spoken. This can clearly be attributed to 
the questions presented by the teacher-examiner. The style of questions used promotes 
little or no discussion. Instead the questions seeý a yes or no type answer or focus on 7 
factual answers, such as when, why and what. This practice corroborates the evidence 
obtained earlier in this chapter from Table 38 on the Entrance Examination Preparatory 
book (Abiturientu-96). Such question structures do not promote longer, more engaging 
answers as promoted by the new version of the Entrance Examination Preparatory book 
(Abiturienti-98). 
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Part 5 contains even fewer words. The average number of words per turn is less than in 
Part 3 at 8.9. Of concern is the fact that the teacher-examiner now delivers more of the 
dialogue with 61 words (62%) whereas the candidate says 37 words (38%). Iý an 
examination situation, the teacher is meant to say less than the candidate in order to let a 
proper assessment take place but the same style of questioning is used, as in Part 3. 
The analysis of the nature of the discourse which occurs in the dialogue parts of the oral 
examination is shown in Table 50. It reveals that Part 3 has six exchanges and contains 
fourteen moves while Part 5 contains five exchanges and eleven moves. The two parts 
are characterised by an initial question and response with few follow-up questions. With 
the mean length of response 12.8 or 8.9, the conversation assumes a minimal nature. The 
candidate is there'merely to respond to the questions raised by the teacher-examiner. 
Similarly, the teacher's role is not to interact with the candidate other than within a 
formal framework. The follow-ups play a lesser role in the exchange as there are only 
four of these. This suggests that the depth of the discourse is minimal and can only be 
superficial. 
Table 50 
The Distribution of Moves in Candidate One's Oral Examination 
IMove ypes Part 3 Part 5 Toijia 
Initations 7 51 
!] 
12 
ýResponses 6 4 10 
Follow-ups (Fl) 1 3 4 
Follow-ups (F2) 0i 0 
Yotal 14 12 26 
Further analysis of the speech acts is contained in Table 51 which shows that there are 
eleven discrete acts carried out by the teacher-examiner in Part 3 and eight in Part 5. The 
teacher-examinees style of questioning is basic. In Part 3, he begins the oral examination 
with a starter which is also a command (Turn 1: Wow answer some questions). This 
establishes from the outset that the teacher-examiner is in control of the conversation. 
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There are no expanders following the initial question. There is one acknowledgement in 
response to the candidate's comment that he had read the book before (Turn 4: 'So you 
are lucky you have a passage frointhe book, aren't you T). Part 3 is concluded with an 
expression of thanks (Turn 13). In Part 5a similar pattern is followed. Here, the only 
starter occurs later on in the dialogue at Turn 9 (And now the final question! ). In both 
parts there are no examples of modality. The candidate does show an ability to practise 
d 
topic continuation in the form of a pronoun (See Part 3, Turns 2&3,9 & 10) but not 
always when he has a text in front of him (See Part 3, Turns 8& 9). This point is not 
relevant in part five where the questions are all in the second person singular and he 
replies in the first person singular. The candidate mispronounces only one word ('leapt') 
but has no other errors for which he is penalised. There are some clear elements of a kind 
of natural interaction (e. g. Part 5, Turn 10 - 'but I'd like to'). However in terms of 
ethnomethodology, there is little evidence of a 'natural' speech pattern apart from perhaps 
the tenuous examples from the teacher-examiner (Part 5, Turns 3 and 5). These are 
responses to the candidate's Turns 2 and 3 respectively but the responses are short and 
lack personal engagement. 
Table 51 
The Distribution of Acts in Candidate One's Oral Examination 
ILkct Types I Part 3 Part 61 Total 
'Elicitations 5 4 9 
'Acknowledgements 1 1 2 
, Starter 1 1 2 
, Checks 1 0 1 
, 
Comments 1 0 1 
iThank 2 
Command 2 1 3 
ýTotal 1 12 8 20 
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Dialogue Parts 3 and 5 for Candidate Two 
k 
Part 3 
Part 5 
I T Well, do you know who Columbus was ? 
2 S Yes. He discovered America. 
3 T So. What does any great undertaking mean ? 
4 S Leader, equipment.. 
5 T (correcting pronunciation) equipment 
6 S equipment, people. 
7 T Hmm. When did the idea of travelling around the world 
appear? j 
8 S (Asks in Russianfor the question to be repeated) 
9 T Hmm. When did the idea of travelling around the world 
appear ? You can use the text. Find the answer in the text. 
10 S The idea of sailing with boat around the world had 
appeared almost a thousand years before Columbus. 
11 T Hmm Good. Why did people go with Columbus ? What 
were the reasons ? 
12 S Some went because they love adventure. Some went only 
because even greater danger awaited them at home. 
13 T Hmm One more questiorL What can you tell me ýbout the 
Pinson's ? 
14 S The Pinsorfs had been the leading sea faring family of 
palace for many generations. They were ship builders, 
navigators, merchants, seamen. 
15 T OK- You are expected to speak on planning the daily 
round. Right ? 
16 S Yes. 
17 T OK. Move on. 
I T Is that all ? 
2 S Yes. 
3 T Do you always plan your day ? 
4 S No. I dorft always play (corrects himsell) plan my day. 
5 T Why not ? 
6 S Because it is difficult. when I plan it's not so. 
7 T Do any of your friends have their timetable ? 
8 S Yes. My mother. He work, works in two works. 
9 T (corrects the candidate) she works, yeah ? 
10 S (hesitating) Yes. She works. 
11 T What school did you finish ? 
12 S School number 58. 
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13 T Hmm. And when did you leave school ? 
14 S Two years ago. 
15 T Hmm. I see. Thank you. OK Now listening 
comprehension. You can go to the tape recorder. 
The number of words in Part 3 of Candidate Two's oral examination is 147. The average 
number of words per turn is 8.6. The teacher-examiner uses 83 words (56%) and the 
candidate 64 (44%). The role of the teacher-examiner here is even greater than the role 
he had in conversation with Candidate One. Part 5 contains 88 words. The average 
number of words per turn is less than in Part 3 at 5.8. The teacher-examiner delivers 
more of the dialogue with 50 words (56%) to the candidate's 38 words (43%). In both 
Part 3 and Part 5, it is the form of the questions which dictates the limited role for the 
candidate. The question structures promote show factual answers only. 
Table 52 shows that Part 3 has five exchanges and contains fifteen moves while Part 5 
contains seven exchanges and fifteen moves. The two parts are characterised by an initial 
question and response as with Candidate One. There are more follow-ups in Part 3 but 
the teacher-examiner uses these to chastise the candidate who is unable to find the 
answers quickly enough. 
Table 52 
The Distribution of Moves in Candidate Two's Oral Examination 
Move Types Part 3 Part 5 Titaq 
'initiations 5 6 11 
, 
Responses 5 5 10 
Follow-ups (FI) 5 2 7 
Follow-ups (F2) 0 21 2 
Total 15 15 30 
Table 53 indicates that there are fifteen discrete acts carried out by the teacher-examiner 
in Part 3 and eleven in Part 5. As with Candidate One, the teacher-examinees style of 
questioning is basic. In Part 3, he begins the oral examination vvith a starter which is 
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negative in tone (Turn 1: Well, do you know who Columbus was? ) which acts as an 
indicator of what is to come when he loses he patience with the candidate (Turn 9: Tind 
the answer in the texV. ). The teacher-examiner uses back channels in a manner which is 
both distant from the candidate and which sustains the continuing negative tone of 
irritation. The dialogue in Part 3 is concluded with a further sign of irritation in the tone 
of his voice (Turn 15: 'You are expected to speak on planning the daily round. Right? %, 
and Turn 17: Move on'. ). In addition, the teacher-examiner also directs the candidate 
specifically. In Turn 9, he corrects him and in Turn 15 he states what he is expected to 
do. 
A similar negative tone is adopted in the dialogue for Part 5. The teacher-examiner 
begins by asking in Turn I Us that allTin response to the cafididate's monologue on a pre- 
selected topic. He corrects him again in Turn 9. There are some elements of a dialogic 
nature in this dialogue with references to 'you! but again they are limited in their scope. 
However, the candidate is unsure in the area of topicalisation. With the text in front of 
him, he uses the pronoun to replace the noun used in the question heard in Turns I&2 
(Part 3) but not in Turns 9& 10,11 & 12 or 13 & 14 (all Part 3). The candidate is merely 
reading from the text. The true nature of the candidate's difficulty with the TL is revealed 
in Part 5 of the dialogue in Q&A2. In Turns 4 to 6, he uses the pronoun 'he' instead of 
'she' with reference to his mother. In Part 5, the length of the sentences contain 1,8,10, 
9,3,4 and 3 words respectively which reveals that Candidate Two shows reluctance and 
insecurity about speaking English in coherent sentences. Not only does he correct 
himself (Turns 4 and 8) but he is also corrected by the teacher-examiner (Turn 9). The 
insecurity also leads him to ask for a question to be repeated but he asks for clarification 
in the LI (Turn 8) and not the TL. 
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Table 53 
The Distribution of Acts in Candidate Two' s Oral Examination 
ct Types Part 3 Part 5 Total 
lElicitations 7 6 13 
Correcting 1 1 2 
iBack Channel (Mmm) 4 2 6 bomments 1 0 1 
Thank 0 1 1 
Pommand 1 1 2 
ýGuidlng through difficulty 110 111 ! Total 15 iI1 1 26 
Dialogue Parts 3 and 5 for Candidate Three b. 
Part 3 
Part 5 
I T Good. Now answer some questions. Why did all people of 
palace come to the dock ? 
2 S They came to look at three ships. 
3 T Did the young men of palace want to go with Columbus ? 
4 S N9. They didn't. 
5 T How can you prove it ? 
6 S They were hiding in the hills. 
7 T That's right. Was it easy finding crews for the journey ? 
8 S No. 
9 T How do you know ? 
S qzesitates) 
10 T Find the right sentence in the text. 
II S They had to empty the jail to find men for these ships. 
12 T All right. So the final question please. Why did the man 
have a knife hidden under his shirt? 
13 S He wanted to kill Columbus. 
14 T Well now what is your topic about ? 
15 S So it's about nature protection. 
16 T Come on. 
I T Well then. Do you know any international organisations 
fighting for nature protection? 
2 S Green Peace. 
3 T And speaking about our Republic, do you think that 
everything is OK as far as ecology is concerned ? 
4 S No. Too many plants so lot of horrible pollution. 
5 T Can you give any examples ? 
6 S Rivers are dirty, euh. Sometimes we carft swim. A lot of 
smoke in the air. 
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7T And what can be done about that ? 
8S Government must make laws. 
9T Thank you. Now listening comprehension test. 
The number of words in Part 3 of Candidate Three's oral examination is 118. The 
average number of words per turn is 7.3. The teacher-examiner uses 79 words (67%) and 
the candidate 39 (33%). These figures show that the role of the teacher-examiner in this 
examination is even greater than that in the previous two examples. Part 5 of the 
examination contains 77 words. The average number of words per turn is less than in 
Part 3 at 8.5. Again, the teacher-examiner delivers more of the dialogue with 48 words 
(62%) to the candidate's 29 words (38%). 
Table 52 shows that Part 3 has six exchanges and contains twelve moves, as does Part 5. 
The two parts are characterised in the same way with the same number of initial 
questions (4) and responses (4). They also have the same number of follow-ups with two 
F1 and F2 types. The candidate's responses are all characterised by being extremely short 
(containing as little as one word). 
Table 54 
The Distribution of Moves in Candidate Two's Oral Examination 
iMove Types Part 3 Part 5 ToLtaQ 
ýInitlafiions 4 4 81 
ýResponses 4 4 8 
FoHowups (FI) 2 2 4 
: Follow-ups (F2) 2 2 4 
Total 12 12 24 
Moving on to the nature of the acts in the dialogue, Table 55 shows that there are 
seventeen in total. In Part 3, there are seven elicitation acts from the teacher-examiner 
but only short replies are offered by the candidate. The brevity of some of Candidate 
Three's responses gives cause for concern as there is little opportunity for the teacher- 
examiner to assess the level of performance of the candidate (see Part 3 Turn 8 or Part 5 
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Turn 2). The teacher-examiner offers limited support in Part 3 Turn 10. The tone is not 
aggressive but supportive. Unlike Candidate Two, this candidate is able to substitute 
pronouns for nouns (see Part 3, Turns I&2,3 & 4,12 & 13). In terms of 
ethnomethodology, there is a limited amount of evidence of natural communication 
between the two participants (see Part 3 Turns 3&4,7 & 8). In Part 5 of the dialogue, 
the candidate becomes tentative and unsure of what to say. She answers in phrases rather 
than in sentences with the length of responses ranging in length between two and 
fourteen. Pronunciation is also a problem. The words 'affect', 'littee and 'garbage' are 
virtually unrecognisable as English words and require multiple play backs on cassette 
before they are understood. Language errors include'so lot of andecologist speale. 
Table 55 
The Distribution of Acts in Candidate Two's Oral Examination 
Act Types Part 31 Part 5 Total 
, Elicitations 71 4 11 1 
, Comments 2 0 2 
Thank 0 
, Command 1 0 1 
Guiding through difficulty 2 0 . 2 
Total 12 5 17 
In conclusion, the three sample oral examinations reveal a shallow depth and narrow 
range of assessment. The questions asked reflect the same format of questions contained 
in Abiturientu-96 and in most other UdSU books, as described in the taxonomic survey 
in Chapter Five. Their style and range are limited and low on Bloom's cognitive scale. In 
some cases, the questions are worded in such a way that the candidates merely take the 
relevant section of the passage and read it aloud in order to produce the answer. 
The teacher-examiner is pedantic and attempts to control the nature of the dialogue 
sections as they develop by posing questions in a format which elicits a short factual type 
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of answer rather than longer more discursive answers. He does not try to put the 
candidates at their ease and interrupts too early and too frequently. This conveys the 
impression that he is expecting only short answers from the candidates. His tone conveys 
a lack of empathy with the candidates and occasionally is abrupt, verging on rude. The 
candidates are not keen to talk at length in the dialogue sections. They prefer to supply 
short factual answers only. Sometimes their reply is merely one word. They rarely take 
the initiative in responding to the teacher-examiner's questions and give the impression 
that they feel that they have fulfilled the task set with their brief response. 
6.1.3.6 Teacher Assessment 
UdSU has no written documentation containing criteria for the assessment of 
examination candidates. In practice, the end of year assessment is carried out by one 
teacher-examiner. Sometimes two teachers may be present but the FLSP does not have a 
consistent policy on this issue and is unable to supply more concrete facts. All teachers 
use the same mark scale which contains the traditional Russian five mark boundaries. 
UdSU teachers do not use the lowest of these marks because they say that it is not used at 
most Russian universities. The marks and their translations are: 5- oTjiHqiio (Excellent), 
4- xopomo (Good), 3-Y; (OBjieTBOPHTeJI16HO (Satisfactory), 2- Hey AOBJIeTBOPHTejmHo 
(Unsatisfactory / Fail), 1- eaHnua / KOJI (Total Fail). It is within this framework of 
evidence that the material contained in this section should be viewed. 
The most obvious impression gained from the three discussions between the teacher- 
examiners is that there is little time given to the deliberation about the assessment mark 
to be awarded to each candidate. The time taken to assess Candidate One's oral 
examination is 20 seconds, for Candidate Two it is slightly longer at 40 seconds but the 
length of time taken for Candidate Three is the shortest of all lasting only 15 seconds. 
There is no evaluation of the quality of each candidate's performance in the four key 
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sections of the examination (See Table 56 in the following section for a sample of marks 
distribution in the FLSP). The final mark of a five (top mark) is awarded by impression 
marking, using no obvious agreed criteria. In the subsequent, sections the discussion 
between the two teacher-examiners is transcribed word for word and then analysed. 
Candidate One - Assessment Discussion 
I Male Teacher 
2 Female Teacher 
Male Teacher 
4 Female Teacher 
5 Male Teacher 
(20 Seconds) 
So what's your impression ? 
It was a really good answer. Nearly perfect. 
Yes, his English is fluent enough and 
accurate. Ansivered all questions thoroughly 
and he's been successful in all required 
skills. 
Excellent mark ? 
I-Imm. Sure. I'd like to have a candidate like 
that in my group. 
I 
In the assessment of Candidate One, in Turn 2, one teacher-examiner says: 'It was a 
really good answer. Nearly perfect'and then again in Turn 4: Excellent mark Tto which 
the response in Turn 5 is: TImin. Sure. rd like to have a candidate like that'. From a 
Western perspective, the answers given by Candidate One are so short and lacking in 
detail that it is difficult to understand how the teacher-examiners can arrive at such a 
conclusion and award the top score. The use of such terms as'nearly perfect! and Td like 
to have a candidate like that! are therefore ill chosen and should not be used with 
reference to such a superficial overview of the candidate's performance in the TL. 
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Candidate Two - Assessment Discussion 
I Male Teacher So what do you think of it ? 
2 Female Teacher Lots of grammar mistakes. 
3 Male Teacher Yes. Grammar certainly isn't his strong 
point 
4 Female Teacher Sometimes mistakes show a lack of basic 
knowledge of English. 
5 Male Teacher No wonder. He hasnt been practising 
English for two years. And he is quite 
nervous. 
6 Female Teacher His reading skill isn't very good either but 
understandable. 
7 Male Teacher So what about mark ? 
8 Female Teacher I think that we can give him a satisfactory 
mark. 
9 Male Teacher Yes. That's as far as we can go. 
(40 Seconds) 
The discussion of Candidate Two reveals a further insight into the thinking employed by 
the two teachers. In Turns 2 and 3, the point is made that the candidate is not strong at 
grammar. They find two reasons why that should be: namely that he has not practised 
much for two years and that he is nervous (Turn 5). Furthermore they believe that his 
reading skill is not very good. However they still award Candidate Two the mark 'three' 
(satisfactory) which is a pass grade. When the analysis of Candidate Two's performance 
is viewed in the context of the teacher-examiners' comments, the Western observer must 
ask himself what would merit the score 'two'. There is so little evidence on which to base 
any proper assessment. 
i 
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Candidate Three - Assessment Discussion 
I Male Teacher 
2 Female Teacher 
3' Male Teacher 
4 Female Teacher 
5 Male Teacher 
6 Female Teacher 
7 Male Teacher 
(15 Seconds) 
What do you say ? 
I think good and accurate answer. 
Very natural English with just a few 
unimportant mistakes. 
But with a lack of fluency. 
So ? 
Good mark, I guess. 
Right 
There is very little said about Candidate Three before the teacher-examiners award the 
score 'four' (good). The male teacher-examiner describes the performance as 'very natural 
English', but their decision is difficult to justify when the candidate's response to one 
question in Part 3 Turn 8 is the brief reply 'no', and in Part 3 Turn 10 the teacher directs 
the candidate with the words 'Find the right sentence in the passage' because the 
candidate is finding it difficult to find an answer to the question posed. In fact, the 
teacher's comment during the dialogue (Part 3 Turn 10) reveals the real expectation of 
the teacher-examiners, namely that the candidate must merely find the appropriate 
passage in the text and read out the sentence aloud in order to produce the correct 
answer. 
In conclusion, the general impression of the teacher-examiners' assessment discussions 
gives cause for concern. There is no theoretical foundation to their methodology of 
assessment. In fact, there is evidence that the teacher-examiners have applied no 
assessment criteria at all. They fail to analyse properly even the limited evidence which 
the three oral examinations offer them. They reach their decisions through speaking 
about general impress ions and not through focusing on specific examples of content 
contained within the messages communicated by the candidate. Neither do they pick out 
specific examples of grammar structures or appropriate language which indicate whether 
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the candidate can or cannot produce something correctly. The conclusion to be drawn 
k 
from these sample examinations is that the FLSP exercises little quality control over 
assessment of FLSP students. Section 6.1.4, which follows, adds further support to the 
analysis that UdSU lacks a rigorous system of assessment. 
6.1.4 Analysis of Marks Awarded by UdSU to FLSP Students 
4 
Evidence suggests strongly that there is little chance of a student failing an examination 
in English. From the 187 results obtained for the year 1997, only five First Year students 
(3%) failed obtaining the mark unsatisfactory (Given the evidence about the awarding of 
marks in the previous section, this fact is surprising). Excellent is the most frequently 
awarded mark, with 90 students (48%). Good is the next most popular with 64 (34%) 
followed by satisfactory with 28 studenti (15%). Overall, the mean score is 4.3 out of 
five and 82% of all candidates scored a four or five. There is little deviation from the 
mean score and due to the narrow range of assessment marks. Therefore the oral 
examination cannot be seen as a discriminating test. The evidence presented above about 
the awarding of marks in the three FLSP oral examinations corroborates this belief 
because the analysis carried out proves that there is no proper methodological application 
of any assessment criteria shown in the awarding of those grades. 
Table 56 below shows that the marks awarded during the oral examination have four 
components to them. These areas include topic discussion, reading aloud, translation of a 
short text and a situational dialogue. Table 56 shows exactly how the aggregate of the 
four components dictates which overall mark is finally given to a candidate. Where a 
candidate has two marks of four and two marks of five, then the overall mark of five is 
awarded (see Candidate G for such an example). The same principle extends to other 
thresholds such as 3/4, although Table 56 contains no example of this particular variety. 
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Table 56 
Table Showing the Distribution of Scores Obtained in Four Individual Areas by Students in 
the Philosophy and Sociology Faculty Oral Examinations and their Final Scores 
I Part 21 Part 31 Part 4 Part 5 
Candidate Reading ýopic Discuýsiorý Translation Situational Dialogue Total 
A 5 i5 5 5 5 
B 5 5 5 5 5 
C 5 4 5 5 5 
D 5 5 5 5 5 
E 5 4 5 5 
-5--7 
5 
5 
4 
4 
6 
5 
4 
5 
3 
5 
5 
The evidence from Table 56 suggests that either the candidates in the Philosophy and 
Sociology Faculty are very strong in the TL or that the assessment criteria have been 
applied too generously and are not discriminating enough. When this information is 
combined with the results of the analysis of the three oral examinations, it leads to the 
obvious conclusion that it is the second of these interpretations which applies. 
Consequently, the FLSP is awarding marks to candidates for an oral performance which 
is limited in scope and depth and which does not allow the candidate to develop answers 
at length. The nature of the assessment is thus superficial and of limited academic value. 
Strong candidates have no incentive to push themselves to improve their knowledge and 
performance of the TL because they are almost certainly guaranteed the top mark. 
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6.1.5 Progress Tests 
The five progress tests obtained for analysis are all of a general nature and are therefore 
not subject sp6cific. There are two tests for First, Second and Third Year levels. Reading 
copies of these progress tests are available in Appendix 19.83% of all exercises are 
structuralist in nature, focusing on individual syntactical and grammatical elements 
within TL sentences. Within this domain, the results of such'closed item' tests offer an 
I 
objectivity which the oral assessment can never achieve. The remaining 17% of exercises 
are grammar-based translation tasks from the LI into the TL only. 
There is not enough source material available to hypothesise that the material is 
sequenced in such a manner that there is a gradual shift in the nature of the grammar 
being tested at each stage. However, there is evidence of overlap. The articles (both 
definite and indefinite) and quantities (such as 'some' and 'any) appear in First Year tests 
as well as in the placement tests discussed above. The articles, adjectives and tenses 
appear in both the First and Second Year tests. The fact that the tests are not subject 
specific undermines the UdSU claim that its staff teach ESP. These sample tests confirm 
that knowledge of individual grammatical and syntactical items are still more important 
than contextualised ESP. 
6.1.6 Conclusion to Section 6.1 
Based on the evidence gathered during the research period, it is clear that UdSU has 
methodological problems on two levels. First there are theoretical -. veaknesses inherent in 
the structures in place and second, the FLSP is failing to implement fully its own 
methodology. These areas are dealt, %vith individually in more detail below. 
(1) The FLSP's oral interview assessment is representative of the direct system- 
referenced test. However, the FLSP does not judge its students according to criterion 
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performance criteria. Therefore an examination performance does not guarantee that the a 
criterion proficiency is to be expected. A firmer construct for validation is required 
because it is clear that the oral tests do not deliver objective scoring. Furthermore the 
FLSP's approach to a notional form of continual assessment through a series of progress 
tests is indicative of indirect system-referenced testing as opposed to a performance- 
reference test The teacher seeks to obtain specific information about his students' ability 
4 
to control certain structures, for example through multiple choice exercises. The main 
advantage of the 'closed item' type of grammatical test is that it offers an objectivity 
which the oral examination cannot give. This is particularly poignant for UdSU because 
of the lack of collectively applied criteria assessment in the end of year oral tests. 
However, the progress tests have a limited function, given that they are structuralist in 
nature and focus solely on individual grammatical ýmd syntactical elements. 
(2) In written tests, on-going related research at UdSU has found that cheating is endemic 
and that the design of the multiple choice questions does not assist in the battle against 
cheating. This appears to be relatively widespread in the former Eastern Europe where 
the group ethos is to help even the weakest member to pass the examination. An example 
is found at the University of West Bohemia's Summer School where cheating is the norm 
during the placement test. By contrast, The International College of Moscow State 
University (Department of Modem Languages) has introduced an anti-cheating policy in 
a bid to stop the hitherto endemic cheating among its students. Those in charge of the 
FLSP appear unwilling to recognise that they too share this problem. Until they recognise 
that it is widespread at UdSU, they will not be able to take practical steps to tackle the 
issue. 
It must also be stated that the imposition of mixed-ability teaching groups by the FLSP's 
host faculties can only bring limited success in earlier levels of language learning. 
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However, at UdSU the gap between the top and bottom end of the ability range is huge, 
from those who are as good as their teachers (in some cases even better) to those who 
cannot construct a simple sentence correctly). Such is the system at UdSiJ that there is no 
incentive for any student to improve his linguistic performance. Ultimately, all students 
are assessed on the limited scale of 1-5 regardless of ability. It is easier therefore for an 
academically able student to remain in a lower ability group. The outcome of this choice 
means that he scores better than he would if he were to move up a class and have to 
compete against more able students. The reward for trying harder could therefore lead to 
a lower mark at the end of an academic year. Consequently, the risk is not worth taking 
and the quality of learning for that student is lower than it should be. 
In conclusion, it is self-evident that the FLSP has failed to tackle the kernel problems 
which exist in the area of assessment. By failing to tackle the issues on a Faculty-wide 
basis, the FLSP has allowed an inconsistency of approach in both assessment task setting 
and marking to become established. So far, different problems have been perceived by 
individual teachers. There is no established forum for raising such problems which are 
shared by all teachers in eachhost' faculty. The solutions involve a Faculty-wide policy 
on assessment task setting and marking and an agreed series of band descriptors to help 
teachers give a more evenly distributed range of marks, especially in the end of year oral 
examinations. 
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6.2 Implementation of the First Year General English Syllabus 
The analysis of UdSUs approach to assessment in the previous section offers breadth and 
depth to the understanding'of the current situation in the FLSP. It has been structured in 
such a manner so that other researchers can learn from the material gathered thus far. 
The material analysed offers a sound basis on which other researchers can build in the 
future. In this section, the situation in more recent years in presented. Of particular 
relevance is how the FLSP has sought to incorporate elements of Western 
methodological approaches into its teaching and assessment policies. It must be 
acknowledged that TEWUS stipulated that such developments should take place in 
order to receive full financial funding. Therefore the implementation of this syllabus 
development has come about through UdSUs obligation to TENTUS. Nevertheless its 
existence merits close attention as it offirs an insight into how Western methodological 
theories and practices have been received and in some cases implemented within the 
UdSU context. The following analysis can offer researchers an insight into the 
difficulties concerning the assimilation of Western concepts into the Russian context and 
suggest a future way forward. The first key date around which the analysis is framed is 
August 1997 which marks the period during which the first syllabus was drafted under 
the direction of TENTUS. The second date is August 1998 at which time the success of 
implementation of the First Year General English Syllabus was reviewed and by which 
date the production of the Second Year syllabuses was complete within each host faculty 
section. 
6.2.1 August 1997 - The Starting Point for Syllabus Design 
There is no evidence of syllabus design at UdSU before 1997, except for three short 
documents produced by the FLSP teachers working in the Faculty of Public Relations 
(See Appendix 20). These documents are more like pages of content referring to the 
textbook to be used rather than those of a syllabus. They indicate only the number of 
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hours of study per week and the focus of the learning skills. There is a short bibliography 
k 
but there are no notes on teaching methodology. Consequently they do not form part of 
the subsequent qualitative analysis on the generation of syllabus design at UdSU. 
The concept of syllabus design was originally introduced by the TENTUS project at its 
conception in 1994. One of the three key aims involved the restructuring of English and 
German courses at UdSU. The main focus of the project was the production of draft 
syllabuses for EFL and DaF (Deutsch als Fremdsprache) courses. Due to constraints, 
there was insufficient time to produce a wholly rounded syllabus. It was also felt at the 
time that a staged approach to the end product would yield more benefits as there would 
inevitably be a need for substantial changes to the syllabus which reflected the changing 
realities of UdSU 
As I was involved in the production of the English syllabus, there is no focus on the 
contents of the First Year General English syllabus in this research. However what is of 
concern is the period immediately following the establishment of that syllabus, in 
particular from August 1997 to July 1998. By tracing the implementation and evolution 
of the syllabus and the creation of any subsequent syllabuses during that period, it is 
possible to determine the nature of the UdSU response to outside (namely Western) 
educational influences and thus to characterise the manner in which these two strands of 
educational methodology have integratedwith each other. 
The original aim of the draft syllabus A,. -as to create a uniform direction within the 
Faculty in delivering a standard core of English for General Purposes to all First Year 
students on entering UdSU. The syllabus had to be flexible enough to cater for the needs 
of mixed ability teaching as imposed on the Faculty of Languages for Specific Purposes 
by all the other faculties. One key objective was to incorporate both Russian materials 
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k 
and the new teaching materials imported from the West. The first draft came into 
existence after a series of meetings between myself and a group of eight UdSU teachers 
during which it was attempted to construct a model for the way forward. As a result of 
these meetings, an unsatisfactory but nevertheless exemplar model was adopted which 
allowed the teachers to begin to gather appropriate material and categorise its contents 
according to the criteria agreed upon. This included a topic-based three-tiered approach 
(Beginner, Intermediate and Advanced) to the syllabus to meet the varying degrees of 
ability within each year group of students. This would serve as the model which could be 
replicated for the creation of subsequent syllabuses during the academic year 1997/98. At 
this point, it must also be stated that there were severe restrictions imposed on the 
development of the draft syllabus. First, there were insufficient copies of any single 
textbook which meant that it was impossible for all teachers to follow the same course 
book at the same time in their teaching. Hence the need for a more flexible approach was 
paramount. This meant that a topic based-approach vms better as teachers could use 
different textbooks to cover the same topics simultaneously. Second, the number of class 
hours varied radically from one subject to another (from two to ten hours per week). The 
syllabus had to have sufficient material to meet these varying requirements. 
In addition, most UdSU teachers were not in a position to avail of the TEMPUS supplied 
facilities properly. There was (and still is) a serious problem with photocopying. Paper is 
too expensive in addition to the expenses of ink and toner. Thus the University could not 
afford to pay for the required amount of photocopying. More recently, some teachers 
have insisted that their students pay for the relevant section of the course books to be 
photocopied for their oNNm use but this is not a long term solution. 
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6.2.2 July 1998 - The First Review of Syllabus Implementation at UdSU 
In July, 1998 twenty-five members of staff at the Faculty of Languages for Specific 
Purposes were interviewed about th6ir experiences and reactions to the implementation 
of the new First Year General English Syllabus. From the series of interviews, it became 
evident that the draft syllabus had been used by only approximately 40% of the teachers 
and among those, to varying degrees. Those teachers who had followed the 5yllabus 
completed between three and seven of the original twelve topics designated for the year. 
They claimed that it took longer to complete the topics than the two weeks allocated in 
the year planner. The teachers did not believe that keeping to the syllabus sequence or 
structure AN2s important. In Psychology, for example, too much time was spent on unit 
one. Another teacher taught unit seven immediately after unit one. In Mathematics, only 
four units were completed (People, Future Plans, Lifestyles, Youth Culture). Most 
teachers felt that more time was needed to develop the syllabus. Of course there were 
some faculties which did not use the syllabus at all because their teachers felt that it did 
not meet any of their requirements. Most notably, older teachers were reticent about 
changing well established habits and continued to use primarily Soviet produced 
materials from other universities of the former USSR or UdSU in-house publications. 
Such inconsistencies within the FLSP existed because no attempt had been made by the 
Dean of the FLSP or the teachers in charge of the English section of the FLSP to ensure 
that the syllabus was being followed by all or even most of the staff, or that all teachers 
completed a set amount of core units of the syllabus. In fact, the Dean just required the 
teachers to get on with drawing up the Second Year Syllabus as TEMPUS insisted that 
UdSU do so. 
In interviews, several new teachers felt that they had needed training or guidance on how 
to use the syllabus and the new Western materials but none was offered by the FLSP in 
TENTUS's absence. Instead, they were left to survive as best they could on their own- 
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The Sport Faculty, for example, had only one young 
h 
FLSP teacher, who found it very 
difficult to come into contact with other more senior and experienced staff. In 
Philosophy and Sociology, a young teacher was employed in September 1997 as a 
substitute for an ill teacher. The new teacher was told to complete the Second Year 
syllabus alone without any guidance about the purpose behind the task. It was also 
apparent that many teachers did not know what materials were actually available for 
their own subjects or how they might take Western material and adapt it for their own 
uses within a certain subject. The History Faculty is one such example. Two teachers 
required individual instructive sessions in order to grasp how to make use of texts. 
A multitude of other complications existed in the FLSP. Among these was still a strong 
desire among teachers to teach ESP from as early an opportunity as possible. However, 
teachers within the same host faculty did not agree on which approach to follow. Other 
teachers were being treated poorly by their host faculties and were restricted in what they 
could achieve. The Dean of Psychology had taken the language classrooms from the 
language teachers at the end of the academic year 1997/98 and had not informed them 
where they would be able to teach from September or even where they could store the 
equipment required for language teaching, such as videos and cassette recorders. The 
Dean also insisted that these teachers teach Psychology in English and not English for 
Psychology, even though the FLSP teachers are linguists and have no qualifications in 
Psychology. 
At the end of June 1998, teachers in Mathematics were informed that their number of 
contact hours with students would be reduced from four to three at the start of the new 
academic year. Evidently, the FLSP has very little say in what is happening to each 
teacher in host faculties. It is impossible to deliver a proper curriculum when the faculty 
has no direct control over the number of contact hours which can be changed at the whim 
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of an individual dean in any faculty. However, there appears to be little desire VAthin the 
k 
FLSP to tackle this issue. 
On a more positive note, among those teachers using the syllabus, many expressed that 
they found it beneficial to have a framework within which to work as it showed them 
how to set more realistic aims. One teacher in Public Relations found the syllabus a 
useful and worthwhile system which helped frame her approach to work. She expressed 
the desire to complete the list of topics chronologically. In the future, she planned to hold 
regular meetings at the end of each semester with her colleagues in order to review 
implementation of the syllabus and to plan future changes. However, this was the view of 
just one teacher and up until July 1998 she had not embarked upon this process. While 
some faculties did not adopt the ýyllabus, a few such as Public Relations did follow the 
agreed course structure. The teachers developed the syllabus further because they had to 
find sufficient material to teach the ten hours per week which their students required. 
6.2.3 Development of the Second Year Syllabuses for ESP 
It was envisaged by TENTUS that the lessons learnt from the experience of constructing 
and implementing the First Year General English Syllabus would be the catalyst behind 
the FLSP's desire to introduce a syllabus for second year students. Analysis shows that 
what has remained in the mindset of FLSP teachers in the development of the Iatter are 
key UdSU characteristics in the approach to delivering a curriculum. There is a strong 
desire to shift as quickly as possible to ESP. The following information on the syllabus 
for Second Year Business supports the above observation. The aim is to shift from 75% 
General English and 25% Specific English in semester one, to a 50% equal share for 
each in semester two, followed by a 75%-25% bias in favour of ESP in the third 
semester. Furthermore, there are many unsubstantiated aspirations expressed through 
statistics. In the objectives for Lower Intermediate for example, it states that texts can 
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include a. number of unfamiliar words (1-2% per page); Oe_percentage is 34% for 
Intermediate but this seems unrealistic as the texts selected come from Westem sources 
and no evidence exists to indicate that texts have been checked to this degree. 
UdSU adheres to the Russian preference for an overly positive and comprehensive 
approach to defining learning aims is evident. Under the heading of contents, there is a 
long list of situational functions but these do not match the lists in the individual units. 
The latter needs to be more discriminating with less overlapping as it means that a 
student could be taught the same topic, using the same materials in consecutive years by 
different teachers. 
The boundaries between the three levels of learners are blurred by the appearance of the 
same material in both of the levels Beginner/Intermediate or Intermediate/Advanced. 
This is evident in the areas of content, activities and grammar with only four new areas 
added to the end of levels two and three. This implies that the criteria for material 
selection is flawed. Furthermore, there is no hard evidence to support the opinion that 
distinctions in the approach to teaching are being applied in practice. In reality, the 
embryonic syllabus from August 1997 should have been categorised further and a 
sequence of gradually more difficult lessons established for each unit. 
Key developmental and implementation problems still exist at several levels. For 
example, the teachers were simply 'conscripted' into the work on syllabus design without 
any knowledge of what the concept of syllabus meant. The production of the syllabuses 
was seen merely as a task which had to be completed in order to please TENTUS and 
was handed down by the Dean of the FLSP as extra unpaid work to specific individuals. 
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A worse situation was found in the Faculty of History. A new teacher started in August 
1997 and was told for the first time on that day which classes and how many she would 
teach. 'She was given a textbook (published in 1977) and told to use it as the main book 
in the Second Year I-Estory classes. She had nobody supervising her or telling her when 
or how to assess. In January she was given the task of completing the Second Year 
Syllabus within one month on top of her normal teaching load and without any guidance. 
Naturally, her syllabus was based on the same 1977 publication with no material from 
the TENTUS funded supplies being selected. 
The draft approach of the First Year General English Syllabus was simply repeated (often 
badly) by all faculties as if it were the definitive model. There was clear evidence that no 
proper review had ever taken place on the latter and therefore no clear aims existed for 
the completion of the Second Year Syllabuses. Contrary to the statements made in the 
preamble of the new syllabus, no evidence has been gathered through questionnaires or 
discussions within the faculty to clarify Nvhat material works and what does not and 
whether the overall timetable for the syllabus needs to be adjusted. 
This same pattern is repeated for all faculties except Mathematics. This syllabus is short 
but well ordered and therefore of use. This syllabus shows several signs of progressive 
methodology in syllabus design. For instance, the use of the internet is obligatory with 
one such class every two weeks. Some tests have also been created on the University 
computer network. The scheme was in place and ready to be applied from September 
1998. 
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6.2.4 The Evolving Situation on Assessment 
k 
Assessment was only dealt with in a minor capacity when the original draft syllabus 'Aras 
constructed due to the time constraints imposed in August 1997. As indicated elsewhere 
in this research, there were inconsistencies between teachers when awarding marks. 
Frequently, this %N-as due to a lack of agreed principles for application of the traditional 
mark system. What was suggested at the time were potential ways forward for the FLSP. 
The focus of this section is therefore the approach to assessment throughout the entire 
FLSP. The following information has been drawn through interviews and observations. A 
request was made for a copy of the results and examination papers for the academic year 
1997-1998 but this was not met. Therefore the findings given below are based only on 
the evidence which was available. 
There is no evidence of quality control in assessment at UdSU even though many 
teachers did learn about it while on mobilities in the West. While there is talk of double 
marking and external examination, there is no supporting evidence that this happens. 
Those in charge appear to do nothing to ensure standardisation in quality of teaching, 
marking or formal assessment. In July 1997, a proposal was put forward which retained 
the Russian grading system but which at the same time attempted to introduce norm- 
referencing by restricting the allocation of the top marks in order to give a more just 
range of marks. It was constructed in a basic manner in order to start debate on a hitherto 
undiscussed topic with the aim of encouraging a broader distribution of marks with the 
following descriptors: 
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Result Criteria 
5- excellent top 20% 
4- very good next 30 - 
40% 
3- quite good to good pass 
2- poor fail 
I- very poor fail 
At the same time, the introduction of a band descriptor scale was suggested as a possible 
alternative or extra support for the above criteria. However, it is clear that neither of 
these proposals were ever adopted. There have been negative consequences as a result of 
the failure to tackle this issue. Procedure at UdSU oral examinations is such that the 
students are told immediately whether they have passed or failed with no second teacher- 
examiner present. One new teacher in the Faculty of Public Relations awarded the top 
mark of 5 to all his students. His colleagues did not do the same. However, as he had 
already informed the students at the end of the examination of their mark, the marks 
could not be adjusted. Consequently, his teaching group obtained much higher grades 
than the other teaching groups within the Faculty. This experience has led to a change in 
the Faculty of Public Relations' approach to oral examinations. Since September 1998, 
one senior teacher is meant to attend all oral examinations to ensure parity of assessment 
but there is insufficient evidence to confirm whether this practice has been adhered to 
completely. 
Normally, it can be expected that a performance-related direct test gives a meaningful 
assessment performance of the candidate. Criterion-referencing can work if the range of 
expected outcomes is discussed and agreed upon in advance. However, where this does 
not occur naturally, steps must be taken to bring about immediate change. In UdSU it is 
more difficult to introduce criterion referencing. However, norm-referencing is more 
easily established and could serve as a short term solution to a long-existing problem. A 
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huge discrepancy exists in the limited range of marks available to teachersand UdSUs 
refusal to use labels to indicate the level of proficiency achieved by students. Students 
are well aware 6f this and realise that it is wiser to perform below standard at the start of 
the year in order to be categorised with a lower level of ability. The reason for this is 
simple. In large faculties, where classes can run simultaneously and a student is good 
enough, he can be moved up into a better group. Under the present system it pays for a 
student to remain in a lower class and only work for the examination rather than move up 
to a higher class and end up scoring a lower mark. The following proposed criteria for 
assessment of accuracy levels in the Faculty of Public Relations confirm this last point: 
Group A Group C 
Score Accuracy Score Accuracy 
5 '90-100% 5 90-100% 
4 80-90% 4 75-90% 
3 70-80% 3 60-75% 
2 60-70% 
It is clearly easier for a student to be less accurate in Group C and score a higher mark 
than it would be to obtain the same mark in the more able Group A. Therefore there is no 
motivational incentive for the student to improve on his performance. 
6.2.5 Conclusion to Section 6.2 
UdSU is experiencing problems in the implementation of the First Year General English 
Syllabus and the creation of the Second Year ESP Syllabuses. The reasons include: (1) a 
lack of time to adjust to the new teaching environment in which the FLSP now finds 
itself post-TEWUS, and (2) a lack of drive from those in charge to implement change. It 
is accepted that the teachers have already experienced substantial change during the four 
years of contact with the TENVUS partner universities. They have been obliged to 
review their perceptions of how language learning occurs best. Older teachers now find 
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that what they have taught for over thirty years in some cases, is no longer relevant for 
the current environment. Many believe that they need time to consolidate what has been 
gained so far. However, it is not justifiable that the FLSP uses this fact for not wanting to 
implement further change at present. UdSU is in a competitive market in Izhevsk since 
the establishment of a new private fee-paying university. Already, several FLSP staff 
have started to work for the new university because the rate of pay is double the salary 
paid by UdSU. If the FLSP does not wish to lose its best and (often younger) teachers to 
wealthier and more forward-thinking competitors, then it must act to implement change 
now. If it fails to do so, more teachers will be forced to leave. The training and 
experience gained through contact with the TEWUS partners will then be lost to other 
tertiary institutions. In time, UdSU could find its status as the main university in Izhevsk 
challenged because more students will attend other more forward-thinking universities. 
Once this happens, UdSUs state funding will be reduced even further. 
6.3 Conclusion to Chapter Six 
There are several key findings which can be drawn from this longitudinal survey. It is 
evident that the influence of Russian educational methodologies remains strong but there 
is proof that the application of these theories is not always exploited to the full. With the 
arrival of TENTUS, the dominance of Russian educational methodology is waning as 
access to Western teaching materials increases. The Western materials are being used 
with varying degrees of success and not always in the way in which the Western authors 
originally intended. Simultaneously, these materials are beginning to have an effect on 
the FLSP's teachers' perceptions about EFL teaching. This began with the improvement 
in the presentation of UdSU produced material and has spread into greater use of a more 
varied range of teaching resources. These include the use of more TL focused texts, 
music, videos, listening cassettes or computer assisted language learning. The present 
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sftuation is an evolving one which is an amalgam of both traditional Russian and 
increasing Western influences. 
UdSUs role in the field of FL assessment methodology has an inherent contradiction. It 
is both (a) less progressive than its Western counterparts and some Russian universities 
and (b) more progressive than the feeder schools which supply UdSU with its students. 
Further specification of these two issues is given below. 
(a) Measurement and judgement are essential features of a pattern of assessment but the 
adopted approach to the measurement of the oral assessment at UdSU is questionable. As 
there are no agreed criteria for the teachers, there is no objective format of assessment 
and inconsistencies occur. The judgement of the teacher-examiners is blurred. Therefore 
the latter are sources of unreliability. As the FLSP does not use either criterion- 
referencing or norm-referencing in its assessment, there is no proper quality control of 
assessment on-going. The validity of a test is dependent on the purposes for which it 
serves. It is intended to allow decisions to be taken either about the success of the course 
taught or the ability of the students who have been taught the course but not both 
simultaneously. The UdSU tests, in all their various manifestations, appear to achieve 
neither of these. The lack of desire to introduce norm-referencing as an intermittent 
solution for over-generous marking indicates a lack of willingness to really solve the 
long-standing problems with assessment. While norm-referencing is a cr-ude and 
unsophisticated way of awarding grades, it is effective as it ensures a balanced 
distribution. It would be ideal for the present state of affairs in the FLSP at UdSU until a 
more appropriate methodological approach was developed. 
(b) The issues facing the FLSP in assessment are not just an internal matter. They have 
much wider ramifications. In particular, the FLSP could influence the teaching and 
assessing methodologies of the many feeder schools to the University. Such a future role 
in the dissemination of new or up-dated methodologies beckons, if the FLSP chooses to 
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grasp the opportunity. As described earlier in this chapter, there is a degree of resistance 
within the FLSP to change, particularly among the older teaching population. This 
resistance may be presumed to be stronger, and due to the geographical spread of feeder 
schools, more disparate among secondary teachers who have had much less contact with 
the West, if any at all. The dichotomy facing the FLSP is aptly expressed by one of its 
teachers as follows in an E-mail (August 1999): 
j 
Those who take the Entrance Exam in English dorft have anything against 
the structure as far as I know, but I also know that school teachers don't 
like the topics and say that they dorft have such topics in their syllabus. 
Once I had such a discussion with the teachers, and listened to their 
complaints about topics, and said " You dodt have them, then take. It's 
much better to discuss the problems of suicides for example (there is one 
topic- Samaritans and the same organisations in Russia. ), or let's say to 
talk about the use of leisure than to study the biography of V. I. Ulyanov- 
Lenin, and to talk about October Socialist revolution. (all the old books 
are full of such rubbish). 
The IFLSP could hold the same pivotal role in the field of FL methodological 
developments for ESP in Udmurtia if those in charge were to take the initiative and 
consciously spread responsibility within the Faculty. In particular, younger teachers need 
to be brought into the decision making process if plans for the future evolution of the 
FLSP's teaching methodologies are to be realised. Only when the FLSP takes the decision 
to carry out a battery of trial testing and pilots new forms of teaching and assessing for its 
own purposes, will true progress be made. 
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CHAPTER SEVEN - QUANTITATIVE RESEARCH FINDINGS k 
The quantitative findings of this chapter both enhance the qualitative evidence gathered 
in Chapter Six and provide a different insight into the teaching methodologies at UdSU. 
The focus in this chapter is on the issues of perception and attitude. The analysis shows 
how the FLSP teachers perceive their own teaching given that the practical 
j 
implementation of theoretical teaching methodologies is not always guaranteed. The 
results from Questionnaire I are analysed directly with the findings of the taxonomic 
survey in Chapter Five and also the qualitative findings on the FLSP's assessment 
methodology and practice, described in Chapter Six. The results obtained from the 
FLSP's students' perceptions of their teachers' lessons in Questionnaire 2 offer a further 
degree of comparison. As the key aim of this research is focused on the issue of whether 
there is quality in the ESP teaching at UdSU, it is essential that the students' perceptions 
of the practical implementation of teaching methodologies are noted and analysed. The 
third crucial component in this qualitative analysis is the direct or indirect effect which 
the FLSP teaching methodologies have had on the Faculty's students. The evidence 
gained from Questionnaire 3 enriches and strengthens the overall framework of evidence 
gathered about UdSUs ESP teaching. 
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7.1 Analysis and Discussion of Teacher Perception Questionnaire (Q1) 
In the Table 57 below, the rank column indicates the order of most frequently used 
teaching techniques employed by the UdSU teachers, with the question number (Qu. 
No. ) entry referring back to the task's original position on Questionnaire 1. The column 
entitled 'mean' constitutes the sum total of points awarded to each task as explained 
above, divided by the total number of respondents and then rounded off to the last two 
decimal places. Consequently, a score of 4 or more implies that a task is used almost 
every day by most teachers. A score of 3 or above indicates that a task is used at least 
weekly by the majority of teachers while a score of 2 or above suggests that an activity is 
introduced by the teacher at least once a month. A score between I and 2 reveals that 
these tasks are less favoured by the teaching staff and anything falling below the score of 
t means that a majority of teachers choose not to employ a certain teaching technique at 
all. This point system also permits us to compare each individual teacher's teaching 
profile with the 'average 'teacher's profile as calculated below. 
307 
Chapter Seven 
Table 57 
Rank Order of Most Favoured Classroom Tasks at UdSU 
7he abbreviations used below in the column headed 'Skill' represent 
Speaking (S), Listening (E), Reading (R), Writing (99, Grammar (GR), 
Learning (LR) and Translation (TR). 
Rank! Mean ! Qu. No. lTask 
I 
Skill 
1 4.31 2 'Short structured conversations in English with a partner S/L 
2 4.22 9 ! Listening to English on the tape recorder L 
3 4.18 20 Answering questions on a text R/W 
4 4 6 Answering orally the teachers questions about a text S/L 
5 3.95 26 Translagng from English to Russian TR 
6 3.81 17 Looking up words in a Russian/English English/Russian dictonary I R 
7 1 3.72- 
--ý 
28 'Completing grammar exercises GR/W 
8 3.63 27 lranslabng from Russian to English i TR 
9 3.57 4 Repeatin words aloud after the teacher S/L 
10 3.31 31 ; Leaming lists of words LR 
11 :i3.28 7 'Actng out conversation s with a partner in front of the class S/L 
12 3.13 19 Reading arbcles on their specialist topic R 
13 3.09 32 teaming conversations SI LR 
14 2.95 21 toDvina from the board R/W 
15 2.86 16 Answering true or false questons an a text R 
16 2.84 34 'Leaming facts about Great Bdtain /other English speaking countlies LR 
17 2.81 24 'Making up a story w 
18 2.81 33 : Leaming grammar rules GRUR 
19 2.72 30 leaming verbs GRUR 
20 2.63 18 Looking up the meaning of English words in an English dictonary R 
21 1 2.4 10 Watching films in English L 
22 2.3 5 'Chantng texts aloud after the teacher S/L 
23 2.21 13 ýReading about Great Britain R 
24 2.13 11 ! Ustening to the teacher read a text aloud L 
25 2 14 Reading about the United States R 
26 1.95 12 ! Reading English magazines R 
27 1.85 23 wribng about what they did w 
28 1.72 22 ýýWrfting about themselves w 
29 1.68 1 15 Reading about Russia in English R 
30 1.54 25 Wrifing a letter w 
31 1.28 29 Wrfting about anything to do with Russia w 
32 1.04 8 Chantng grammar rules after the teacher (in Russian) GR 
33 1 35 'Doing a project on an aspect of Brifish life R/W 
34 0.86 3 : Making a recording of students in English onto a cassette s 
35 0.54 1 'Talking to a nabve speaker S/L 
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The mean scores for the tasks listed in Table 57 have the following rank order: 
(1) Translation (3.74), (2) Listening (2.97), (3) Learning (2.95), (4) Speaking (2.74), (5) 
Reading (2.5 8), (6) Grammar (2.57) and (7) Writing (2.33). The mode is the range of 3-4, 
the median falls within the range 2-3 and the mean is 2.63. Table 58 shows the 
distribution of these results in tabular form according to each individual skill. Where a 
task applies to two separate skill categories it has been counted twice. The same 
application of logic has been adhered to throughout all sections. 
The most preferred skill is translation but it is followed closely by listening which 
occupies three of the four most favoured activities. Two of these are shared with 
speaking which implies that UdSU students are keen on spoken interaction in the TL. 
The least favoured skill is writing. It occupies five of the bottom nine skill-based tasks 
listed in Table 57. This evidence is further supported by the results in Table 58 which 
displays that translation, listening, learning and speaking are the more favoured skills 
whereas reading, grammar and writing are the least favoured skills. In the following 
sections, tasks in each individual skill are ranked according to preference for further 
analysis. The order in which the skills are analysed follows the rank order of Table 58 
below. 
Table 58 
Table Showing the Distribution of Skill Rankings for Questionnaire I 
1 Rank 15kill 1 0-1 1-2 1 2-3 3-4 4-5 1 Total 
I Translation 01 0 0 2 01 2 
2 Listening 1- 0 3 2 3 9 
3 Learning 0 0 2 3 0 5 
4 Speaking 2 0 1 1 3 2 8 
5 Reading 0 3 -7 5 2 1 11 
6 0 1 11 2 0 4 
7 Writing 0 5 2 1 1 9 
'Total 3 9- 14 15 7 48 
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7.1.1- Translation 
Table 59 shows that for non-specialists, translation from the TL into the LI (Q27) is a 
strongly favoured classroom activity with six teachers stating that they employ this 
activity in each lesson and another eleven doing so in virtually every class. What is 
surprising, are the twelve teachers (over half the teaching population surveyed) who 
make their students translate from the Ll to the TL (Q26) as frequently as the reverse. 
Six choose this strategy less frequently but two UdSU staff actually do this more. It is 
therefore true to say that the term 'translation! in the FLSP at UdSU means translation 
both ways. In 20 out of 22 cases, translation from the Ll to the TL forms a part of the 
weekly scheme of learning activities which indicates a strong preference for an analytical 
approach to language. The data concerning translation into the TL confirms that UdSU 
teachers follow the Russian educational traditions of focusing on syntactical, 
grammatical and morphological aspects of the TL. While passive recognition of the same 
aspects are of value in ESP learning, it is questionable whether they have as great an 
importance for active reproduction skills. 
Table 59 
Table Showing the Rank Order of Translation Tasks 
Rank Mean I Ou. No. ITask Skill 
1 3.95 1 26 translating from English to Russian TR 
2 3.63 27 Translatina from Russian to Enclish TR 
7.1.2 Listening, 
The greater range of listening material available to the staff can be attributed to the new 
materials supplied by TEWUS. Hitherto, the department had no access to modem 
authentic listening materials. As a substitute, the teacher simply read the text or dialogue 
aloud. The lack of authenticity was further hindered by the linguistic ability of the 
teacher involved including pronunciation, intonation, speed, fluency and understanding. 
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Given the increased availability of authentic TL texts, it is not surprising that the 
questionnaire analysis indicates a strong preference for cassette-based listening work 
among all 22 teachers eveiy week. Having had a lack of not just authentic but any type of 
listening material, the teachers compensate to a certain degree for the lack of student 
access to native speakers (Q9). Despite the availability of cassettes, ten teachers still 
choose to read texts aloud at least once per week (Q 11). This can be explained in many 
J 
ways through lesson observation and interviews with teachers as follows: in some cases 
the teachers still choose to use material which they have used pre-TEMPUS because they 
find it more comfortable to do so. This is particularly the case with more established 
teachers who have developed their own teaching styles and prefer to continue using them 
where appropriate, as in the case with the Intensive Method. 
Video work is infrequently used in the classroom. While every teacher indicates a 
minimum use of videos, it may appear that the teachers are using video work as an 
integrated aspect of their teaching strategy. 13 indicate that they do so on a weekly basis 
as part of an integral teaching strategy (QIO) but observations have revealed that video 
usage is restricted almost exclusively to the viewing of films which the students may 
choose to finish watching after class. From a student perspective the desire to watch 
films in the TL is understandable as most cannot have enough exposure to Western 
culture and entertainment. While this kind of TL exposure has a value in any language 
learning approach, it should not be allowed to dominate. There is a definite risk that this 
could become the sole form of TL teaching for some classes as there is no Faculty 
control of an individual teacher's classroom teaching. 
The remaining four strategies (listed in Table 60 below), which involve listening, may be 
regarded as a by-product of the skill of speaking. They can be divided into two sets: (i) 
the short term memory focused act (Q4 and Q5) of repeating words and sentences after 
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the teacher (the latter of these is a strategy 
a 
used in the Intensive Method for committing 
material to memory), and (ii) the interactive skill required to follow another speaker in 
the TL and respond logically. With such little opportunity to speak to a native speaker 
(Q I) - in many cases this has not yet happened - the students first learn to repeat and 
learn dialogues which they then reproduce in part or whole in 'opee dialogue (Q2 and 
Q7). This reflects the Russian theoretical notion of moving from conscious to 
A 
unconscious mastery of the TL At no stage, however, do the students have exposure to 
speech which equates to full native-speaker spontaneity of expression. Their first trip to 
an English speaking country or an international environment where English is the lingua 
franca would expose this gap. The only attempt at creating this kind of spontaneity 
occurs when the teacher asks the class questions about a text (Q6). However, the 
evidence from classroom observations and the taxonomy aiialysis in Chapter Five 
confirms that the questions asked by the teacher are merely those listed in the exercises 
in the UdSU books. This style of questioning follows an impersonal pattem which 
focuses on who, what, when, why and where. Since 1997, however, some older teachers 
and most of their younger colleagues have begun to develop a style of questioning which 
requires a more personal response from the students. For example, the student is asked to 
explain or give an opinion on an aspect of the article (See Table 38 in Chapter Six, 
concerning UdSUs Entrance Examination Preparatory book in 1996). 
Table 60 
Table Showing the Rank Order of Listening Tasks 
Rank I Mean I Qu. No. ITask Skill 
11 4.31 2 ; Short structured conversabons in English wfth a partner S/L 
2 4.22 9 ! Listening to English on the tape recorder L 
3 4 6 1 Answedng orally the teacher's questons about a text S/L 
4 3.57 4 Repeafing words aloud after the teacher S/L 
5 3.28 7- 'Acting oLd conversabons wfth a partner in front of the class I S/L 
6 2.4 10 Watching films in English L 
7 2.3 5 ýChanting texts aloud after the teacher S/L 
8 2.13 Listening to the teacher read a text aloud 
9 0.54 1 Talking to a native speaker SL 
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7.1.3 Learning 
a Learning opposes what Krashen refers to as acquisition. It involves an activation of the 
conscious side of the brain. While Russian theory rejects that its definition of conscious 
learning is not similar to Skinner's Behaviourist model, the evidence gleaned from Table 
57 and classroom observations contradicts at least in part what the Russian theorists have 
stated. The UdSU students are simply taught to manipulate language in a way in which 
they are not able to make the language their own because these techniques do not provide 
them with the opportunity to generate language organically for personal communication. 
Learning conversations (Q32), grammar rules (Q33) and verbs (Q30) are ranked 13th, 
18th and 19th respectively in Table 61. All three represent a strong indication of the high 
value attributed to memory exercises. The chanting of texts (Q5) still remains a favourite 
technique for several teachers (as employed primarily in the Intensive Method). Two 
teachers (9%) use text-chanting everyday, a further five at least twice per week and three 
others once weekly. From this can be deduced that 45% of the population surveyed use 
the Intensive Method or at least elements of it on a weekly basis. Conversely, seven 
teachers (32%) do not use the technique at all. There is a clear divergence of style in the 
teachers' use of this strategy. 
Rote learning still plays an important role in language learning at UdSU for verbs, word 
lists and grammar rules, with vocabulary learning being the most preferred of the latter. 
19 teachers state that this element is used on a weekly basis. Only one teacher does not 
do so. The results in Table 61 clearly show that a substantial number of the teachers 
advocate rote learning as a crucial element in language learning. This point is further 
corroborated in the section concerning homework (See Table 67) where a high level of 
preference for vocabulary learning is shown. Eleven teachers give a vocabulary learning 
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homework after every lesson and a further ten do so at least once per week (Q36) and 
learning grammar also holds an important position in the weekly class cycle (Q37). 
Table 61 
Table Showing the Rank Order of Learning Tasks 
Rank Mean Qu. No. Task Skill 
1 3.31 31 Leaming lists of words LR 
2 3.09 32 I Leaming conversations S/ LR § 
3 2.84 34 ý Leaming facts about Great Britainlother English speaking countries LR' 5 
+-- 
_LP 
4 2.81 
-- 
33 ýLeaming grammar rules i GR/L ý - - 1- 5 21T j 3 0 leaming verbs _! GR/LR 
7.1.4 Speaking 
Oral communication occupies three of the top ten ranks (Q2, Q6 and Q4) in Table 57. In 
the latter of these activities (Q4) there is little freedom to use language independently as 
the teacher makes the students recite words after him or answer questions orally. Short 
structured conversations (Q2) are the most popular of all tasks, with 21 teachers availing 
of the method weekly, but at UdSU the approach is teacher-centred. Any linguistic 
freedom gained is limited and therefore of negligible value. The same is true of oral 
comprehensions, (Q6), though it remains a weekly choice for 86% of the teachers. In the 
quantitative findings of Chapter Six, it has been demonstrated that in UdSU oral 
examinations, the students are required merely to find and say aloud a sentence in the 
text which answers the question directly. There is no need to manipulate the structure of 
the sentence because the questions have been formulated so that the text already contains 
the exact wording of the answer required. It can be assumed here that this is the same 
practice. 
Table 64 below illustrates that the more basic method of oral repetition plays a 
significant role in the teaching strategies used by some FLSP teachers. Repeating words 
aloud after the teacher is practised by 17 teachers on a weekly basis (Q4). II teachers do 
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so at least twice per week. The significance of these results is further enhanced when 
compared with the results on chanting texts aloud (Q5) and chanting grammar rules (Q8). 
The chanting of rules is done primarily in the Ll. Ten teachers instruct their students to 
chant texts aloud every week as an integral part of their teaching strategy, with nine of 
them also using word repetition. Three of this same group also use chanting of grammar 
rules each week while nine never use chanting as a method. Such activities are memory 
A 
based exercises and are being used in accordance with Russian educational theory which 
places emphasis on mnemonics as an integral element in FL learning. However, such 
tasks are not necessarily appropriate for teaching ESP. By implication, the teaching of 
ESP presupposes that the learner has already mastered the basics of the TL. UdSUs 
failure to reflect this assumption in its teaching methodology leads to two possible 
interpretations. Either (i) the materials used and teaching strategies empl, ýyed by the 
teachers are inappropriate for the TL level of the students, or (ii) the TL level of the 
students is not good enough for other more difficult material. There is little evidence of 
authentic usage of TL at UdSU, as defined by Western specialists. In fact, the techniques 
used indicate that the level of linguistic challenge for students in oral skills is low. There 
is almost total teacher control with the only real sign of independence being the acting 
out of dialogues (Q7) which is done weekly by only ten teachers. 
The remaining two tasks listed in Table 62 are peripheral to UdSUs teaching 
methodologies but their presence still merits a brief comment. Eleven teachers never 
allow their students to record dialogues onto cassette (Q3) and the remaining eleven do 
so only once or twice per year. Similarly, ten teachers have never had a native speaker in 
their class while the remaining twelve have only had this opportunity once in a year. 
Evidently access to foreign guests is limited to the few Western academics who visit as 
part of the TENTUS project. 
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Table 62 
Table Showing the Rank Order of Speaking Tasks 
Rank Mean Ou. No. ITask Skill 
1 4.31 2 Short structured conversabons in English with a partner S/L 
2 4 6 ýAmwering orally the teachers questons abotA a text S/L 
31 3.57 4 Repeating words aloud after the teacher S/L 
4 3.28 7 &qng out conversabons wfth a partner in front of the class. S/L 
5 3.09 32 ieaming conversabons I S/ LR 
6 2.3 5 IChantng texts aloud after the teacher S/L 
7 0.86 3 ýmaking a recording of students in English onto a cassefte S 
8 to a nabve speaker 7 S/L 
7.1.5 Reading 
Despite its slightly poorer overall ranking of sixth among all skills in Table 58, reading 
still occupies a substantial amount of teaching time. Table 63 contains a more varied 
range of activities available which reflects its relevance in the UdSU context, as shown 
in the taxonomy findings in Chapter Five. All 21 teachers indicate that reading 
comprehension is an activity which is done on a weekly basis. Eighteen (82%) do so 
more often than once per week (Q20). 
Five teachers encourage their students to read English magazines and newspapers weekly 
(Q12). Sources used in the past were very limited. These may have included a single 
copy of a publication. At present, it remains difficult to acquire up-to-date TL resources 
but Nvith greater opportunities to travel, more materials from a broader range of sources 
(including articles for ESP teaching) are reaching lzhevsk. The Internet is a useful source 
of material also but there has been only limited academic usage of it thus far. However, it 
is fair to state that the teachers are clearly giving their students more opportunities to 
read authentic TL publications than ever before. 
The culture of this material is more international than specifically British or American as 
only five teachers indicate that texts based on British and American cultures are used 
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each week -(Q 13 and Q 14). With four teachers using information on GB and the USA 
equally, there are only two other teachers who use TL culture-based source material each 
week (9%). This represents a very small proportiýn of the total teaching work force. A 
total of five teachers only use such material once per year. By contrast, three teachers use 
more texts on Russia than on the TL culture while eight others indicate that they use 
reading material on Russia to an equal degree as they avail of texts based on TL culture. 
This had always been a tradition in the past as teachers had no access to up-to-date TL 
publications. The continuation of this practice is revealing because the pattern complies 
with the Russian tradition of removing one less complication for the TL leamer in the 
early stages by avoiding material set in the TL culture whi ch is alien to the TL learner. 
However, this should not be the case for university undergraduates studying a TL for 
specific purposes. Herein lies the dichotomy between what the VdSU teachers profess in 
conversation that they do and what they actually use as teaching strategies (as indicated 
in their responses to Questionnaire 1). Only two possible interpretations arise: either (i) 
they are teaching the wrong material or (ii) their students are of a lower ability than 
required to teach LSP English according to Western standards. The argument in favour of 
(ii) is further strengthened by the finding that only thirteen teachers use specialised texts 
with their students despite the title of their classes. (Q19) A further eight do so only on a 
monthly basis and one (Teacher U) states that she never chooses this activity. The same 
conclusion was reached in Chapter Six after analysing the Entrance Examination 
Preparatory Book, published by UdSU in 1996. 
Copying work from the board (Q2 1) also appears to comply with the same pattern above. 
It is a preferred option for thirteen teachers. Normally, it is more a strategy for use at 
secondary level but the problems and expenses connected with photocopying make the 
use of the board a reliable and cheap method. Therefore no further interpretation can be 
made of this finding. 
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Sixteen teachers allow their students to use a bilingual dictionary in almost every class 
with twelve of the latter also making use of an English monolingual dictionary (Q 17 and 
Q 18). Iii most cases, students may have their own small bilingual dictionary. However, it 
is hypothesised that Q 18 has been answered incorrectly by some teachers as no evidence 
of this practice has been noted during lesson observations. This may be an example of 
what was mentioned earlier: namely a desire to be. seen to do the right thing. This fact 
does not undermine the validity of the other findings arising from this questionnaire. As a 
result of the multi-layered approach to this research, evidence from one source is only 
confirmed when found in at least two others. 
Table 63 
Table Showing the Rank Order of Reading Tasks 
Rank Mean QU. No. ITask Skill 
4.18 20 ! Answering ýuestjons on a text R/W 
2 3.81 17 iooking up words in a Russian[English English/Russian dictonary R 
3 3.13 19 Reading articles On their specialist topic R 
-- - 4 2.95 21 'Copying from th board 7 iiý /w 
5 i 2.86 16 ýAnswering true or false quesbons; an a text R 
6 2.63 18 'Looking up the meaning of English words in an English dictionary R 
7 2.21 13 ! Reading about Great Britain R 
8 2 14 Reading about the United States R 
9 i _11.95 
12 IReading English magazines R 
10 1.68 15 'Reading about Russia in English R 
1 35 'Doina a i)roiert on an asDect of Brifish life R/W 
7.1.6 Grammar 
Grammar has a prominent role in the weekly teaching at the FLSP. The statistics 
contained in Table 64 disclose that most teachers focus on it as an individual skill several 
times each week. Primarily they use the technique of rote learning. In Q28, three teachers 
use grammar exercises each day. Eleven do so several times per week and a further five 
once per week. Only three teachers use grammar exercises once a month. 
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There is an inconsistent overall picture of evidence about how grammar is taught in the 
FLSP. Teacher F, for example, indicates that she has a grammar based approach to 
teaching by choosing the letter category A for Q28, Q30 and Q33 respectively. At the 
other end of the spectrum, teacher B states that she never uses any of the four specified 
activities. Therefore her teaching style does not reflect the general approach of the 
Faculty at all. The laissez-faire attitude of those in charge of the FLSP means that such 
4 
discrepancies have not been noted or dealt with. 
Table 64 
Table Showing the Rank Order of Grammar Tasks 
Rank Mean Ou. No. ýask Skill 
1 3.72 28 Completing grammar exercises GR/W 
2 2.81 33 ! Leaming grammar rules GR/LR 
3 2.72 30 Learning verbs GR/LR 
4 1.04 8 Chantino orýrnrnar rules after the teacher (in Russian) GR 
7.1.7 Writing 
From Table 65 it is evident that the dominant skill between the lower ranks of 26 and 35 
is writing. The majority of teachers give their students the chance to make up stories 
regularly with fifteen responses indicating a frequency of at least once per week (Q24). 
There is a strong contrast with letter writing (Q25). Five teachers never employ the 
strategy, another five do so once a year and nine only once per month. Only three 
teachers use letter writing weekly, two once per week and one in every lesson. 
Furthermore, students do not often get the opportunity to write on a personal level with 
only two respondents giving their students the chance to write about themselves (Q22) 
and four respondents allowing their students to write about what they did each week 
(Q23). 
Six teachers never let their students write about Russia in class, with a ftu-ther eight 
restricting that work to at most once per year, four once per month, one once per week 
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and two more than once per week- The latter is still more populg than any form of 
project work on TL culture (Q33). Eleven teachers have never explored this approach, a 
further four only introduce this to class once each year, ýut the remaining seven do so to 
some degree once per month. 
Table 65 
Table Showing the Rank Order of Writing Tasks 
Ranki Mean lQu. =No. Task Skill 
1 4.18 20 ý Answe6ng quesbons on a text R/W 
2 3.72 28 lCompletng prammar exercises GR/W 
3 2.95 i 21 iCopying from the board R/W 
4 2.81 24 "Making up a story w 
5 1.85 23 Wrifing about what they did W 
61 1.72 22 Wribng about thernselves W 
7 1 . 54- 
1 25 ýWrifing a letter W 
8 - - 1.28 29 Writing about anything to do with Russia w 
9 1 35 ýDoina a r)roiect on an ssDect of British life R 
7.1.8 Multi-Skilled Activities 
There is a stronger preference for multi-skilled activities with a mean of 2.95 as opposed 
to the mean of 2.58 for the remaining single-skilled activities (See Table 66). Tasks 
involving both speaking and listening are more popular than those involving just reading 
and writing with a mean of 3 as opposed to 2.71. Interestingly, the mean for reading and 
writing activities is still higher than that for any single skilled activities. 
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Table 66 
Table Showing the Rank Order of Alulti-Skilled Tasks 
Rank Mean Qu. No. ýask I Skill 
1 4.31 2I r-hort structured conversabons in English wfth a partner I S/L 
2 4.18 20 ýAnswering questons on a text R/W j 
3 4 . 6 _ ering orally the teacher's questions about a text S/L ý 
4 3.72 28 ý __ Complefing grammar exercises GR/W 
5 3.57 4 Repeafing words aloud after the teacher S/L 
6 3.28 7 ýctng out conversabons with a partner in front of the 
7 3.09 32 I Leaming conversabons S/LR 
8 
- 
2.95 i 21 1 opying from the board R/W 
9 2.81 33 teaming grammar rules GR/LR 
lw 4.1 e- OV Learning verps umIL rc 
ll 2.3 5 iChanting texts aloud after the teacher - S/L 
12 1 35 a project on an aspect of British life R/W 
13 0.54 1 , ralkin-q to a native Weaker S/L 
7.1.9 Homework 
The mean score from the activities listed in Table 67 is 3.03 with a median of 3.52. 
Homework is used to consolidate classwork activities at UdSU. There is a clear 
preference for the traditional Russian FL strategies of learning (Q36 and Q37), 
comprehension work (Q38) and translation (Q41). They all serve to consolidate the same 
work covered during teaching. 
Table 67 
Table Showing the Rank Order of Homework Tasks 
Rank Mean IQu. No. lTask Set ± 
1= , = 4 4.13 36 teaming vocabulary 
2 3.68 41 ! Translating sentences 
3 
- 
K5: =4 
, 38 Answering questions from the textbook 7 4ý 3,52 37 : Learning grammar 
5 2.54 42, Revising for a test 
6 2.04 39 ýWriting an essay 
7 1.77 40 ýReading a magazine artiCle 
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7.1.10 Analysis of Individual Teachers' Responses 
Tables 68 and 69 show that there is clear evidence of a variation in the teaching styles at 
the FLSP. This ranges from teachers who use a wide variety of tasks to those who use 
less than half that range. There is a degree of polarisation within the UdSU teaching 
group. The majority of teachers use a similar range of tasks while a minority offer very 
little variation to their students. Among this group, Teacher V uses only short structured 
conversations (Q2) and listening to English on the cassette recorder every day (Q9). 
Teacher U uses dictionary work (Q17) and learning verbs (Q30) every day. Teacher T 
uses articles for specialist reading (Q 19) each day but no other tasks are used each day. 
An overview of the findings confirms that only one teacher (Teacher E) uses all 35 
techniques at some stage during the academic year. Three teachers (C, G and H) use 34 
of the tasks, two (A and D) use 33, four (F, J, 0 and T) use 32, three (B, I and J) use 31 
and three (L, M and P) use 30 of the techniques. These sixteen teachers (73% of all 
teachers surveyed) are equal to or above the group mean of 30 tasks. This means that the 
remaining six (27%) all use less of these tasks than the mean of all of their colleagues. 
Teachers P and V (with 29 each), Teacher N (with 28) and Teacher R (with 27) just fall 
outside the mean which is within normal bounds. However, Teacher S (with 22) and 
Teacher U (with 18) use a much more limited range of tasks. There is no single activity 
which Teacher S employs each lesson, while Teacher U encourages students to use a 
dictionary (Q17) and to learn verbs (Q30) in every lesson- 
There are six questions which have only one top score of five out of the entire teacher 
population. Three of those were chosen by one teacher alone, namely Teacher F (The 
other teachers who are alone in teaching a specific strategy every day are Teachers C, E 
and G respectively). In the four questions with two top scores only, Teacher F features 
again once. Teacher F clearly has an individual style of teaching, focusing on the skill of 
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reading (Q 13, Q 14) of TL culture (reading about Great Britain and the United States) and 
working with grammar (Q33 and Q28). She also likes her students to learn lists of words 
Q3 1) and verbs (Q30) as well as focusing on dictionary work (Q17 and Q18). 
At the other end of the spectrum are Teachers P, S and U, who are the only three teachers 
who do not focus on TL culture: reading about Great Britain and the United States (Q13 
and Q14) and learning facts about Great Britain and other English speaking countries 
(Q34). Both Teachers S and U are the only staff who do not use oral reading 
comprehension with their students (Q6). Teacher U does not get his students to repeat 
words aloud after her (Q4), nor allow the students to act out conversation in front of the 
class (Q7). 
Table 68 
Table of Individual Teacher Scores (Part One) 
Teacher ! QI IQ2ýQ3, Q4ýIQ5ýQ6IQ7; Q8, Q91 QIOI QII, Ql2iQI31 QI4ýQ15ýQ16ýQ171Q181 
A 01 51 21 5! 51 51 31 0 5 3 2 21 21 21 21 41 41 41 
B 1; 5i 1 !; 5; ý 41 5ý 4! 31 51 4 4 41 4ý 41 4! 41 51 4 c 1'1 5i 01 51 4; 51 4! 4' 5 13 5! 3! 4 i 4! 4; 2 5, 31 
D Oý 5; 2ý 51 1 4! 5ý 41ý Oil 5 1ý 3 12 2 2 2 21 4 4ý 41 
E 11 41 0r 51 
-4 
1, 51 31 3ý 3 11 ý4 31 3 2 1ý 4 51 4 
oý 5q 01 3, 3i 3ý 2 ýý 1, 3; 3, 2 li 
2 5; 5! 2, 2ý 5 5 
oý 5ý Or 5ý i 11 4ý 31 2! 5ý 3ý 3ý 2, Z 21 2; 21 5 2 
1ý 4ý 1ý 3ý 3 ý' 5 4ý 2ý 3ý 3j 2i 1! 2 lý 2ý 3, 1, 51 
5 
1i 4ý 21 2ý oý 3ý 3ý oý 5ý 3ý 2ý 21 3; 3ý 1, 5! 4, 
1ý 4ý 1, 4! oý 3! 4. 2, 2ý 3ý 1 !' 2ý 1' 1 51 4 0 
1ý 5ý 4ý Oýý 5! 51 21 01 3ý 2i 3ý 2 2i 3; 01 2ý 5; 51 
o! 4ý oý 3ý 2i 4ý 4! oý 5ý 3ý 31 2 2 1 2; 3; 2, 0 
11 5ý 11 2i 0; 31 41 oý 51 . 3ý oý 2 1 1 2ý 2i 5 41 
5 1 2- 0 3 ! 4ý Oil 5! 3' 01 2 . 2 ýý 5 4 
0; 3 01 4,1 - 0 . 4! 31 41 3i t 3ý 3 1 21 1 1ý 2' 1 1 
1 4' 0i 41 4' 4 4ý 11 51 1ý 3 1 :01: 0 0l 2' 2! 2 
1 41 2; 41 0ý 4 -4 0 41 2' 0 2i 21 1 
-0' 
3 2ý 0 
1 oý 4ý oý 3ý oý 41 ' 3: 01; 3ý 2ý oý oý 1 3ýý 3' 3ý 
011 4i 2; 3! 3ý 0! 3i Oi 4i 3ý oý 3ý 01 Oi 0: 3 4! 
0, 2i 0ý 4i 2; 41 2ý 2ý 3! ý 1 il 2! 11 1 1 2ý 1 2, 
0: 4; 011 o! Oi oi oý oý 4ý 3ý 01 2 !0ý 0 0 3' 5'ý 0; 
1. 5ý oi 41 2' 2ý 21 oi 5ý liý 41 t lý lý lý 31 21 21 
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Table 69 
Table of Individual Teacher Scores (Part Two) 
herU1 9 WO ýQ21 1Q22 ; ý023 Q24 1Q25 Q26 U27 Q28 Q29 WO 1Q31 Q32 ý Q33! iQ34; 'Q35 Total 
A 2 5 41 3 3 31 2 5 5 5 ý2 4 4 5 41 31 2 1181 
B1 4 5 4 1 0 41 0 4 41 4, 1 0 3 3 -ý ý5 0 118 
C1 31 51 3 1 211 41 11 4 4l 4 21 2 3 4 3 2 1 118 
1D 2 5ý 4 31 31 3! 2 5 51 _ 4 2; 4, 4 5 41 31 2 117! 
E 5ý 3. 21 21 3 21 5. 
-4 
5 2 4 4 41 3ý 3ý 3 
ýI' 
2 1 112 
Fi 5 T3 3, 2 2 2ý 2 2 21 5, 2 5 5 41 51 31! 0 ý 105 
G 41 4 5ý 21 21 51 1 1 5! 41 4ý 1 3 4 3ý 3i 2! 01 : 102 
2ý 5 3i 2 1 2! 31 2. ' !51 2 31 41 3 3! 311 31 41 01 991 
01 4, 3i 2. 01 31 21 5ýi 4 41 3 4 4 3 41 3'ý 2 19 9ý 
1jý 4i 5 51 2 21 3ý 11 51 5 41 0 5ý 51 4! 31 1ý 01 
- 98ý 
ýKi 2i 4 4 11 21 31 lý ý3 41 01 3 4ý 3 31 2! 21 95ý 
1Li 21 4i 51 2ý i2 3! 2 ý 41 4 51 41 3 3: 1 3 311 4! 01 951 ilimi E: 5 ý 5ý 21 ,1 . 
li 3! 3 , 4! 31 4i 0ý 0 3! 31 oý 5ý 1 ; 86 N 5 5 21 0 1 3 3 1 41 31 4j 0 01 3; 1 3ý 01 5 ýi 1 85 0 2 4 21 2 :3 3 2 4 5 41 1 2 3 lý 21 41 21 2 84 P 2 3! 
ý 
4 2 1 21 21 2 3 31 3 1 21 21 2 2! 0 2 1 
Q 31 4 4 21 2; 1 21 2 4 41 3 11 01 01 3 3 2 1 7ý' 
R 51 4 2 2 
,1ý 
21 0 31 4 4j 1! 3! 31 2 3 2 
s 3ý 4, i 0 2 21 31 !0 4! 41 3i 0 51 41 4 3i 0 0 73, Z T 51 4ý 2 1 11 2 '1 31; 31 2ý 1 2 ý3ý 2 2! 1 0 671 
ýUi 3! 4ý Oi 2 ý 2ý 3i 0 1 4' 4i 3i 01 5ý 4' 4ý 31 oi o !- 62ý 
. il 
1) 1 .21 )ý i i -1 1 1 1 ri 
1)! 
)ý )1 r% i 1 ýn: rt 1 n1 eý ri f cl , 
7.1.11 Conclusion to Section 7.1 
There is substantial evidence in the above analysis to support the finding that elements of 
UdSUs teaching methodology are faithful to aspects of traditional Russian educational 
methods. Most notably, Galperin's Theory of Intemalisation of Acts is evident in oral 
work but the focus is on performing with language in the UdSU books. There is less 
emphasis on the skills of manipulation and alteration of the TL. The high degree of focus 
on specifics such as grammar and rote learning reflect the Russian FL goal of conscious 
learning. 
However, there is a clear dichotomy between the teaching strategies of individual 
teachers and the FLSP's declared aims of teaching English for Specific Purposes. 
Elements of'LSP teaching, such as reading strategies, are used but only to a limited 
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extent and in parallel with other strategies which cater for a more basic student ability, 
r 
such as repeating words aloud after the teacher and chanting material in class. 
With so much priority given to conscious learning and the high preference for grammar 
and translation work, there is corroboration of the taxonomic findings in Chapter Five 
that UdSUs methodological approach to ESP is only a statement of intent and not a 
practical reality. There is no 'whole' Faculty approach for the teaching methodologies 
practised in the ESP classroom. While a similar distribution might be seen as eclectic by 
some, the realities of UdSU shed light on an inconsistent pattern of teaching which does 
not appear to achieve the level which it should. Since the advent of TENTUS, there has 
been a greater focus on listening and speaking. This is due to the increased relevance of 
these skills in an era of increased travel opportunities and contact with T-L speakers and 
other foreigners. Evidently, the current range of activities is under-developed as the 
teachers have not been able to react quickly enough to the changing face of EFL 
teaching. However, in time this deficit might be made up. 
7.2 Analysis and Discussion of Student Perception Questionnaire (Q2) 
In Table 70 below, the columns retain the same values as those defined for Questionnaire 
I above. In the column entitled mean, a score of 5 equates with'likes a lot', above 4 with 
'like', above 3 with'not sure, above 2 with'dislike, I and above with'dislike a lof and 0 
with 'not done'. The same abbreviations used for Questionnaire I apply here. The 
distribution of the number of letters chosen by the whole population surveyed is A 
(15%), B (36%), C (22%), D (14%), E (3%) and F (9%). Table 70 shows not only the 
likes and dislikes of students but also the percentage of students who have experienced 
or are yet to experience a certain type of classroom activity. 
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Table 70 
The Number of Students Who Choose a Statement in Reference 
to Each of the Classwork Activities 
Question lStronglyAareel Agree Uncertain Disagree Strongly disaqree Not Done Total 
11 26 
- - 
28 9 2 0 27 92 
2 :: 21 
- 
47 15 a 0 1 92 
317 14 13 7 0 51 
ý -92 
47 40 12 16 13 14 1 92 
5 2,33 22 11 5 19 92 
64 45 26 16 1 0 92 
7 13 41 18 1 12 4 4 92 
184 15 21 1 13 7 32 92 
9 21 37 21 11 20 92 
10 55 36 _ 0 1 00 92 
11 12 44 1 16 10 19 92 
12 25 42 . 18 1 1 5 92 
13 20 50 15 6 1 0 92 
14 20 45 20 61 0 1 92 
15 15 45 16 10 1 5 92 
16 10 31 28 16 2 6 92 
17 13 1 21 25 24 8 1 92 i 18 19 94 1 21 17 11 18 1 92 
19 9 24 21 17 3 18 92 
20 10 1 44 23 12 2 1 92 
21 6 22 17 33 7 71 92 
22 8 30 22 25 5 2 §2 
23 a 30 22 25 5 
- 
2 92 
24 25 34 24 4 T 3 2 92 
25 14 i 33 18 17 1 9 92 
26 25 ý54 9 3 1 0 92 
27 13 38 24 1 12 5 0 92 
28 12 24 31 1 21 3 1 92 
29 9 23 28 9 1 22 92 
30 8 1 30 1 31 16 2 5 92 
31 11 27 32 13 4 5 92 
32 7 34 30 17 3 I 92 
33 5 21 31 26 3 6 92 
34 24 37 15 12 0 4 92 
35 7; 28 22 10 3 22 92 
Total 495 1 1171 716 449 90 299 1 
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The effect of 299 zero scores in the column'not done'gives an incorrect perception of the 
true student views about the activities being analysed in this questionnaire. In Table 71, 
the same results obtiined in Table 70 are analysed for a second time. The old mean is 
calculated on the basis of all 92 respondents but a second mean is calculated only on the 
number of respondents who did not reply with the letter F and are therefore able to 
comment on a specific type of teaching. By way of example, the results in Table 70 show 
that for Q30 only 70 students have given a comment on their perception of the class 
activity. The remaining 22 have never experienced this specific teaching strategy. 
Consequently, they have been left out of the equation when calculating the new mean for 
Table 71 in order to give a mean score for only those who have experienced the teaching 
strategy. The old mean for Q30 was 3.11 but when the zero effect is taken into account, 
the mean increases by 0.19 to 3.3. The effect which this statistical correction has on the 
overall findings for Questionnaire 2 is profound primarily for three teaching strategies. 
Chanting grammar rules aloud after the teacher (Q8), making a recording of students in 
English onto cassette (Q3) and talking to a native speaker (Ql) are much more popular 
among UdSU students than was at first apparent when analysing just the old mean. 
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Table 71 
Rank Order of Classroom ActivitiqS According to Student Preferences and Experience 
Calculated on the Basis only on those Respondents who Expressed an Opinion 
Rank! Mean Old Mean, Diff. ask u. No, ý Skill 
11 4.58 4.58 0.00 Watching films in English l0 L 
2 4.2 1 2.96 1.24 ýTalking to a natve speaker S/L 
'I A ()Q :A nQ n nn -, -. -- 1 -. -w 1 W- Ii 101 IbIOUII! 4 11 Vill V-1 lyllbil LU F-kUt-Ml I -- iI FN 
14 14.02 3.81 ý 0.21 IReading English magazines 12 R 
5= 113.89 1 3.89 10-00 ýReading about Great Britain 13 R 5=i3.89 i 3.84 ý 0.05 ; -qhnrt qtn irp ired conversations in English with a partner i2 1 S/L 
7 13.87 1 ! 3.83 1,0.04 ýReading about the United States 1 14 i R 
8 3.83 3.66 ; 0.17 lLearning facts about Great Britain /other English speaking countries 34 LR 
9 3.82 1 3.73 )-0.09 'Making up a story 24 w 
10 3.72 3.52 0.20 ýReading about Russia in English 15 R 
!, 11 3.71 3.71 0.00 Answering orally the teacher's questions about a text 6 
. 12 1 3.7 3.69 i 0.01 ýListening to English on the tape recorder 9 L -1 13 3.67 3.31 0.6 Listening to the teacher read a text aloud 11 
, 
14 3.53 3.38 0.15 Acting out conversations with a partner in front of the class 7 SIL 
14 3.53 3.48 0.05 ý, Answering questions on a text 20 R/W 
116 3.51 1.56 1.95 IMaking a re ording of students in English onto a cassette 3 S 
16 ='3.51 3.16 0.35 ýVriting a letter 25 w 
18 ý 3.46 3.45 0.01 lTranslating from Russian to English 27 TR 
19 13.43 2.61 0.82 Writing about anything to do with Russia 29 W =2OC, l 3.41 2.89 0.52 Repeating words aloud after the teacher 4 S/L 
21 ý 3.37 2.56 0.81 ! Doing a pr ect on an aspect of British life 35 R/W 
22 13.36 3.17 0.19 Answering true or false questions an a text 16 R 
123 3.32 3.14 0.18 Learning lists of words 31 LR 
ý 24 3.3 3.11 i 0.19 Learning verbs 30 ! GR/LR' 
125 3.27 3.23 0.04 Learning conversations -I/- 
! SILR 
ý26 3.26 2.61 0.5 iLooking up the meaning of English words in an English dictionary 18 R 
: 26 3.26 1 2.34 it 0.92 'Reading articles on their specialist topic 19 R 
28 '13-23 3-19 004 Completing grammar exercises 28 1WI GR 
29 3.22 2.55 0.67 Chanting teft aloud after the teacher 5 S/ L 
30 3.12 3.05 0.07 Writing abo themselves 22 w 
ý30 3.12 3.03 0.09 'Writing about what they did 23 w 
132 3.08 3.04 0.04 looking up words in a Russian/English English/Russian dictionary__ 17 R .. : 33 12.99 1 2.79 0.20 Learning grammar rules 33 LR / GR' 
34 '2.93 1.91 . 1.02 Chanting grammar rules after the teacher 8 GR_41 
35 
, 
2.85 2.63 0.22 ': Copying from the board 21 R/W 
In the column of revised mean scores in Table 71, the mean scores for each skill are 
more tightly clustered than in Table 57 for Questionnaire 1. All the mean scores are 
within a 0.7 range. Translation is ranked in first place. This is not surprising given that 
UdSU students are familiar Nvith this technique from FL classes at school. The second 
rank (listening) reflects the recent shift to greater TL linguistic exposure through the use 
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I 
of music, Video and cassette work. Among the population surveyed, no student has had 
previous access to authentic listening materials outside of UdSU The materials 
themselves provide a motivation for several reasons. In particular, they are a novelty to 
all and lead to less stressful TL classes because of the passive nature of the leaming 
experience. The third ranked skill of speaking has grown in popularity with ever 
increasing opportunities to meet foreigners and even travel abroad. The fourth-ranked 
reading has a long established tradition in Russia but, as the section below on this skill 
will reveal, the nature of the importance of reading to the students is evolving. The 
positive attitude to the learning material is supported elsewhere in this research. It forms 
part of a long Russian educational tradition to which the students are accustomed but, as 
with reading, there are signs that the students' perception of what 'learning' means are 
different t6 those of their teachers. The less positive response to the active skill of 
writing is not surprising. By its very nature, it forces a learner to produce language which 
is less spontaneous than speaking and more stressful for the learner than passive skills. 
Grammar's consignment to last place is not an unexpected outcome but its position is in 
contradiction to a teaching system which focuses heavily on grammar. The spread of 
results within each point range for the skill groups is shown below in Table 72. The 
mean scores for all seven categories are as follows: (1) Translation - 3.77, (2) Listening - 
3.76, (3) Speaking - 3.59, (4) Reading - 3.47, (5) Learning - 3.34, (6) Writing - 3.33 and 
(7) Grammar - 3.11. 
Table 72 
Table Showing the Distribution of Skill Rankings for Questionnaire 2 
Rank Skill 1 0-1 1-2 2-3 3-4 4-6 Total 
I ! Translation 1 0i 0 01 1 1 12 
2 'Listening 0 0 0 7 2 9 
3 'Speaking i 0 0 0 7 1 8 
4 ýReading 0 0 1 9 1 11 
5 Leaming 0 0 1 4 0 i5 
6 Writing 0 0 2 7 0 1 
7 'Grammar 0 0 2 2 0 4 
Total 0 i0 6i 37 5 48 
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Table 72 shows that there is little negative feedback about the different skill-based tasks 
in Questionnaire 2. Five tasks (10% of all tasks) are strongly liked by the population 
surveyed. A further 37 tasýs (77%) are liked while only six tasks (13%) invoke 
indifference in the students. None of the 48 tasks receive an overall negative response 
from the 92 students. The UdSU students' most preferred skills are translation and 
listening followed closely by speaking and reading which occupies three qf the four most 
favoured activities. In the following sections, tasks in each individual skill are ranked 
according to the rank order of the means of each skill for further analYsis. The order in 
which the skills are analysed follows the rank order of Table 72 above. 
7.2.1 Translation 
Translation is a favoured task among UdSU. students bothfirom and into the TL. Thirteen 
students (14%) express a strong like for translation from Russian into English (Q27), and 
a further 38 (41%) express a liking for the same task. 24 (26%) have no strong like or 
dislike of the skill but twelve (13%) dislike it and a further five (5%) strongly dislike it. 
Table 73 indicates that translation from the TL into the LI (Q26) is preferred by more 
students. 25 (27%) like the task a lot and 54 (59%) like it. Only nine students (10%) 
surveyed express indifference, three (3%) dislike it and one (1%) strongly dislikes it. 
Table 73 
Table Showing the Rank Order of Translation Tasks 
Rank Mean Qu. No. Task 
1 4.08 26 I Translatng from English to Russian TR 
2 3.46 27 ITranslabng from Russian to English TR 
7.2.2 Listening 
There is a very strong overall preference for listening among the student population 
surveyed. Listening as a passive skill is the most popular of these tasks as it applies less 
pressure on the student. The high rank of Q 10 in Table 74 can be attributed primarily to 
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the students' desire to watch as many TL films on video as possible during class. Only 
one (1%) student expressed a dislike, the other 91 (99%) liked or strongly liked watching 
videos. It is a frequent activity during the lessons of some teachers, particularly younger 
ones. They are more easily persuaded by their students to show videos. While the use of 
video has a value in teaching, its usage in the FLSP has clearly not been thought out or 
planned. 
Among the listening comprehension activities in this subsection, listening to authentic 
material on cassette (Q9) is popular. 37 (40%) like and 21 (23%) strongly like the 
activity. Only two (2%) strongly dislike and 11 (12%) dislike the task, with the 
remaining 21 (23%) expressing no strong opinion. A similar distribution is apparent for 
listening to the teacher reading a passage (QI I). The findings. about QI I reflect the 
students' attachment to the old familiar teaching techniques but this is balanced by the 
keenness for new ones, as expressed in Q9. 
The activities involving both listening and speaking are of an interactive nature. There is 
a stronger preference for communicative situations (Q2, Q6 and Q7) as opposed to 
artificial situations (Q4 and Q5) which involve no true exchange of information. The 
subsection on speaking below deals with these questions in more detail. 
Table 74 
Table Showing the Rank Order of Listening Tasks 
IRankl Mean lQu. No. 1 Task Skill 
11 14.58 1 10 Watching films in English L 
2 4.2 1 iTalking to a native speaker SIL 
3 3.89 2 ; Short structured conversations in English a partner S/L 
4 1 3.71 6 ýAnswering orally the teacher's questions about a text S/L 
5 3.7 1 9 ýListening to English on the tape recorder L 
6 3.67 11 IListening to the teacher read a text aloud L 
7 3.53 7 Acting out conversations with a partner in front of the class 1 S/L 
18 3.41 4 Repeating words aloud after the teacher S/L 
9 3.22 5 thantinq texts aloud after the teacher S/ L 
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7.23 Speaking 
From Table 75 it is evident that there is a strong preference among UdSU students for 
communicating with a native speaker (Ql). Thus far, one third of them have never had 
the opportunity to speak to a TL speaker but two thirds have. In most cases, this has 
occurred when an academic visitor has been invited to the class to answer general 
questions about life in the West. Consequently, the high score for QI is due to a one-off 
encounter with a foreigner in class. In such cases, between one third to one half of the 
students contribute at least one question and may be limited to just one question and 
answer. The others remain attentive but silent throughout. In no sense is there a proper 
conversation between the visitor and the students. Essentially, it is an artificial 
communicative exercise. However, it is an exercise which has substantial cultural value 
for the FLSP's stu&nts as it is their first encounter with a TL speaker. 
Apart from this brief exposure to authentic communication, students experience 
simulated or artificial TL learning contexts. 21 (23%) strongly like and 47 (51%) like 
short structured conversations in pair work (Q2): Fifteen (16%) express no opinion, eight 
(9%) dislike the task and one (1%) has never done it. A cognate activity, acting out 
conversation with a partner in front of the class (Q7) displays a similar distribution of 
preference among the students surveyed. However, structured dialogue (Q2) is still more 
preferred to the open-ended type of oral work (Q7) or recording oral work (Q3). Less 
popular are the three activities which relate to the mnemonic activity of learning (Q4, 
Q32 and Q5). 
Teacher-centred oral work, when students answer reading comprehension questions 
about a text (Q6), is prevalent in the UdSU textbook exercises. It is clearly a technique 
with which the UdSU students are familiar and which they still find comfortable as a 
technique for TL learning. 14 (15%) strongly like and 45 (49%) like the activity. A 
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further 26 (28%) have no strong opinion about the task but only six (7%) dislike it and 
one (1%) strongly dislikes it. 
Table 75 
Table Showing the Rank Order of Speaking Tasks 
Rank Mean Qu. No. Task Skill 
1 4.2 1 Talking to a nabve speaker S/L 
2 3. Rc) '-qhnrt structured conversabons in English a partner SIL 
13 
-q 71 
6 ýAmwprinn nr; kllv tho toarht-eq mip-dinne ahnitt a tAyt S/L 
4 1 3.53 1 7 Acting out conversations with a partner in front of the class S/L 
5 If 3.51 1 3 Making a recording of students in English onto a cassette 
S 
6 3.41 4 Repeating words aloud after the teacher S/L 
7 3.27 32 ! Leaming conversations S/ LR_ ý 
8 3.22 5 ýChantin 
-q 
texts aloud after the teacher 
_ SI L 
7.2.4 Reading 
The students' responses in Table 76 reveal an orientation towards reading for factual 
information about TL culture (Q13, Q14 and Q12) and about their own Ll culture in the 
TL (15) rather than academic reading (Q19). Only five (5%) have not read about Russia 
in the TL, four (4%) have not read articles from English magazines, one (1%) has not 
read about the USA but everyone has read material about Great Britain during their 
studies at UdSU. Q12, Q13 and Q14 all have similar numbers of students who express a 
like or strong like. In each case, 67 (Q12), 70 (Q13) and 65 (Q14) students express a 
positive view while only two (Q12), seven (Q13) and six (Q14) indicate that they dislike 
the three tasks. 
Reading comprehension is generally well-liked although 18 (20%) students express a 
dislike for true or false questions (Q16) and 14 (15%) a dislike for answering questions 
on a text (Q20). There is a greater inclination to use a bilingual dictionary than a 
monolingual one although seven (8%) students have not used a monolingual dictionary 
and one (1%) has not used a bilingual dictionary. Some form of independent research on 
an aspect of TL culture has not been carried out by 22 (24%) students but among the 
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other 70 (76%) students, the activity has been experienced and is well-liked. Q35 has a 
mean of 3.37 when the 22 students, who have never done project work, are left out of the 
calculation. 
The most surprising finding from Table 70 (see earlier) is that 18 students (20%) have 
never read articles on their specialist 
ItOpics 
(Q19). Given that they are taught by the 
Faculty of Languages for Specific Purposes, this evidence contradicts the claims made by 
the FLSP at UdSU that the teaching methodology is ESP-focused. Furthermore, among 
those students who expressed an opinion on the task, Q19 has the fourteenth lowest total 
of opinions expressing a strong like by nine students. 
Table 76 
Table Showing the Rank Order of Reading Tasks 
Rank Mean Qu. No. I Task Skill 
1 4.02 12 ýReading English magazines RI 
2 3.8 9 
, 
13 'Reading about Great Britain i R 
3 . . 3.87 14 Reading about the United States R 
4 3.72 1 15 'Reading about Russia in English R 
5 3.53 20 i'Answering questions on a text R/W 
6 3.37 35 boing a project on an aspect of British life i R/W 
7 3.36 16 Answering true or false questions an a text R ý8 
1,3.26 18 iLooking up the meaning of English words in an English dictionary R 
9 ! 3.08 17 iooking up words in a Russian/English English/Russian dictionary R 
10 i 2.85 21 ! Copying from the board R/W 
I1 1 2.34 19 Readina articles on their specialist topic R 
7.2.5 Learning 
The highest rank in Table 77 (Q34) is the learning of fficts about the TL culture. 24 
students (26%) strongly like and 37 (40%) like the task. 15 (16%) students express no 
strong opinion but 12 (13%) dislike it. The remaining four learning tasks are based on 
traditional Russian mnemonic activities, such as those of the Milashevich Method and 
the Intensive Method. A total of 38 students (41%) express a positive opinion about 
learning verbs (Q30) and learning lists of words (Q3 1). Similarly, 41 (45%) students like 
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or strongly like learning conversations (Q32) and 26 (28%) express the same about 
I 
learning grammar rules (Q33). The figures indicate a like of structured learning among 
almost half of the student population surveyed. 
There is a small number of students who have not experienced these same teaching 
strategies. Five (5%) have never learnt verbs in class (Q30) or learnt lists of words (Q3 I). 
One (1%) has never learnt a TT, conversation (Q32), a further six (7%) have never learnt 
grammar rules Q33) and four (4%) have never learnt facts about Great Britain or other 
English speaking countries Q34). 
Table 77 
Table Showing the Rank Order of Learning Tasks 
Rank Mean Qu. No. 1 Task I Skill 
1 3.83 34 ! Learhing facts about Great Britain /other English speaking countlies 1 LR 
2 3.32 31 ! Leaming fists of words LR 
3 3.3 30 ! Leaming verbs GRILR 
4 3.27 32 ýLeaming conversabons SI LR 
5 2.99 33 'Leaming grammar rules LR / GR 
7.2.6 Writina In 
Two key preferences are highlighted by the findings contained in Table 78. The students 
like creative written work (Q24 and Q25) and also focused work, such as responding to a 
text (Q20). 59 students (64%) indicate a positive attitude about making up a story (Q24), 
54 (59%) indicate the same about answering questions on a text (Q20) and 47 (51%) 
likewise on writing a letter (Q25). Most noticeable among the remaining group, nine 
(10%) students state that they have never written a letter in the TL (Q25). 
The next most popular tasks involve writing about aspects of Ll and TT, culture (Q29 and 
Q35). Only 31 students (34%) like writing about an aspect of Ll culture and 35 (38%) 
are equally positive about doing a project about British life. Interestingly, in both cases 
22 (24%) students have never done either task. 
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The UdSU students surveyed have less preference for c9mpleting grammar exercises 
(Q28), writing about themselves (Q22) or their own lives (Q23) and copying from the 
board (Q21). 36 (39%) students like doing grainmar exercises and 24 (26%) dislike them 
(Q28). 38 (41%) like writing about themselves and what they have done but 32 (35%) 
dislike the same activities (Q22 and Q23). 
Table 78 
Table Showing the Rank Order of Writing Tasks 
Rank Mean Qu. No. 1 Task Skill 
1 3.82 24 ! Making up a story w 
21 3.53 20 
. 
ýAnswering 
questions on a text R/W 
3 3.51 25 Wrilting a letter W 
4 3.43 29 Writing about anything to do with Russia W 
iL 5i 3.37 35 boing a project on an aspect of British life I R/W 61 3.23 28 Completing grammar exercises W/GR 
7= 3.12 22 Writing about themselves w 
7= 3.12 23 ! Writing about what they did w 
9 2.85 21 Copvinc from the board R/W 
7.2.7 Grammar 
There is little difference belhveen the four categories in Table 79. Three out of the four 
focus on learning grammar. 38 students (4 1 %) like learning verbs (Q30), 36 (3 9%) like 
completing grammar exercises (Q28), 26 (28%) like learning grammar rules Q33) and 
19 (21%) chant grammar rules under their teacher's instruction (Q8). This chanting 
activity is part of the Milashevich Method and indicates that a substantial proportion of 
the student group surveyed has been exposed to this method. There are, however, more 
students who have not been exposed to the chanting of grammar rules. One third (32 
students) has never chanted grammar (Q8). Six (7%) have never learnt grammar rules 
(Q33), and five (5%) have never leamt verbs (Q30). 
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Table 79 
Table Showina the Rank Order of Grammar Tasks 
Rank Mean Qu. No. Task Skill 
1 3.3 30 Leaming verbs GR/LR 
2 3.23 28 IComplebng grammar exercises w/ qýý 
3 2.99 33 ILeaming grammar rules LR/GR 
4 2.93 1 8 IChantng grammar rules after the teadie. i 
7.2.8 Multi-skilled Activities , 
The multi-skilled activities, listed in Table 80 below, which involve speaking and 
listening, are the most popular averaging 3.7 as opposed to the mean of 3.3 for reading 
and writing. The overall popularity of multi-skilled activities (3.4) is still less than the 
focus on the individual skills (3.6) analysed above. 
Table 80 1 
Table Showing the Rank Order of Multi-Skilled Tasks 
Rank Mean Qu. No. I Task Skill 
1 4.2 1 ITalking to a nabve speaker S/L 
2 3.89 2 ! Short structured conversabons in English wfth a partner S/L 
31 3.71 Answering orally the teacher's questons about a text S/L 
4 1 3.53 20 ! Answering quesbons on a text R/W 
5 1 3.53 7 ýAcbng out conversabons vvfth a partner in front of te class S/L 
6 3.41 4 ýRepeabng words aloud after the teacher SIL 
7 3.37 35 lboing a project on an aspect of British fife R/W i 
8 3.3 30 'Leaming verbs GR/LR 
9 327 1 "-12 11 Paminn rnnvpmpfinrm SIIR 
10 3.23 28 lCompletng grammar exereises W/GR 
11 3.22 -57 7Charyfing texts aloud after the teacher S/ L 
12 2.99 33 leaming grammar rules LR/GR 
13 2.85 21 Copvinc from the board R/W 
7.2.9 Homework 
There is an overall liking of the range of homework tasks set (343 opinions in total) as 
opposed to disliking (108 opinions) but also there is a high degree of uncertainty (170 
opinions). If the students' experiences were positive enough, this would be less but the 
inference is that the learners' experiences are not sufficiently interesting for them to 
enjoy the work. The rank order listed in Table 81 indicates a preference for homework 
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which focuses on passive skills, such as reading an article for general comprehension 
k 
(Q49). This activity is followed closely by translation work (Q41). Learning homeworks 
(Q36, Q37 and Q42) are much less favoured. 
Table 81 
Rank Order of UdSU Students' Most Preferred Homework Tasks 
j 
Rank I mean Qu. No. ITask Set 
11 3.89 40 Peading a magazine article 
2 3.84 41 ýTranslating sentences 
3 3.5 38 Answering questions from the textbook 
4 3.39 36 ýLeaming vocabulary 
5 3.21 39 ýWriting an essay 
6 3.04 42 lRevising for a test 
Learning grammar 
7.2.10 Analysis of individual Students' Responses 
I 
The results contained in the above tables indicate that UdSU has a broad range of student 
opinion. This ranges from the positive and interested student type to the negative, non- 
interested one. The third key group are the students who have strong preferences and 
dislikes and at different times match the characteristics of the three groups who remain at 
the top, middle and bottom of the range in each of the eight categories. The following 
examples confirm the above points: 
(1) At the top end of the range is Student 71 who is ranked in each of the categories as 
follows: first in listening, reading, writing, translation Ooint) and multi-skills and second 
in grammar and learning Ooint). A similar picture emerges with Student 12, who is 
second overall. This person is first in grammar and translation Ooint) and second in 
listening and writing and third in reading. 
(2) At the bottom end of the scale, Student 841s ranked last in terms of positive opinions 
about the teaching techniques. In the individual sections, this person is ranked 92nd in 
listening, joint 91st in grammar, 90th in writing, joint 86th in learning, joint 75th in 
reading and joint 24th in translation. 
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(3) In the middle of the overall ranking is Student 45, who is ranked 47th overall. He is 
ranked 74th in listening, joint 27th in reading, joint 12th in writing, joint 9th in 
translation, joint 75th in grammar and joint 79th in learning. 
Due to the small sample size, it is accepted that it would be inappropriate to draw too 
many detailed conclusions from the distribution of male and female students. However, 
the following general observations can be made from the information contained in Table 
82 below. There are 29 (32%) students who fall below the top ten ranks but above the 
bottom twelve ranks in all eight skills. In this group there are seven males (33% of all 
males) and 22 females (31% of all females). This distribution reflects the overall ratio of 
males to female students in the survey. Consequently, the evidence obtained from Table 
82 suggests that there are no significant differences in attitude between the, male and 
female student populations at UdSU. 
Table 82 
Distribution of Male and Fema le Ranks of Students 
According to the Mo st Positive Questionnaire Returns 
Rank Rang e Female Male 
1-10 8 2 
11-20 6 4 
21-30 8 2 
31-40 8 2 
1 41-50 9 1 
51-60 9 1 
61-70 8 2 
71-80 6 4 
81-90 7 37 
91-92 2 0 
Total 71 i 21 
7.2.11 A Combined Statistical Analysis of Q1 and Q2 
In Table 83 the teachers give a higher rank to 14 of the 35 activities than the learners 
who in turn give a higher rank to the remaining 21. There is a high degree of correlation 
between the two values which indicates that the teaching strategies broadly match the TL 
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learners' requirements. Ten of the students' higher ranks fall within close range of the 
teachers' rank-. The teachers' top five choices (with the students' rank in brackets) are (1) 
Q2 (students' rank 5), (2) Q9 (students' rank 12), (3) Q20 (students' rank 14), (4) Q6 
(students'rank 11) and (5) Q26 (students'rank 3). The students'top five choices (with the 
teachers'rank in brackets) are (1) QIO (teachers'rank 21), (2) Q1 (teachers'rank 35), (3) 
Q26 (teachers'rank 560, (4) Q 12 (teachers' rank 26) and (5=) Q2 and Q 13 (teachers' rank 
1 and 23). 
Table 83 
Table Showing the Overall Rank of Teacher Preferences 
and Student Likes of Teaching Tasks 
Qu. No. ITask T. Rank S. Rank 
I ITalking to a native speaker 35 2 
2 thort structured conversations in English with a partner 1 5 
_ 3 : Making a recording of students in English onto a cassette 34 16 
4 ! Repeating words aloud after the teacher 9--- 20 
5 ! Chanting texts 21oud after the teacher 22, 
ý9 
6 jAnswering orally the teacher's questions about a text 4 11 
7 
-mvergatinns vAth a nartner 
in front of the class Actina out r 11 14 
8 ! Chanting grammar rules after the teacher 32 34 
9 Listening to English on the tape recorder 2 12 
1 10 lWatching films in English 21 1 
11 ! istening to the teacher read a text aloud 24 13 
12 ýReading English magazines 96 4 
13 ýReading about Great Britain 2.3 5 
14 iReading about the United States 25 7 
15 ; Reading about Russia in English 29 10 
16 Answering true or false questions an a text 15 22 
17 'Looking up words in a Russian/English English/Russian dictionary 6 32 
Is ! Looking up the meaning of English words in an English dictionary 20 26 
19 ýReading articles on their specialist topic 12 26 
1 20 Answering questions on a text 3 14 --J 21 Copying from the board 14 1 35 
22 : Writing about themselves 28 1 30 
23 'Writing about what they did 27 , 30 
j 24 ! Making up a story 17 1 9 
25 ! Writing a letter 30 - 16 I 
26 7ranslating from English to Russian 5 3 
27 i7ranslating from Russian to English 8 18 
28 'Completing grammar exercises 7 28 
29 Writing about anything to do with Russia 31 19 
1 30 Learning verbs 19 24 
i 31 learning lists of words 10 23 
32 Learning conversations 13 25 
33 Learning grammar rules 17 1 33 
34 Learning facts about Great Britain /other English speaking countries 16 8 
35 ýDoina a oroiect on an aspect of British life 33 1 21 
340 
Chapter Seven 
In order to verify if there is any correlation between the different categories of observed 
data the statistical tool SpearmaiYs Rank Co-efficient Correlation has been used to 
compare the rank of the FLSP teachers'most favoured teaching techniques with the FLSP 
students' most preferred activities. The rank values in Table 83 above have been used for 
the calculations. Note that equal ranks have been retained where they existed in the two 
sections above. 
I 
Learning 
The values are: n=5, Id2 = 14, rs = 0.3. The significance for rs using critical values for 
a two-tailed test at the 10% level with a significance level of 0.05 is less than the 
accepted critical value of 0.9. Therefore we conclude that there is no evidence at the 
10% level of positive correlation. d 
Listening 
The values are: n=9, Y_d2 = 208, rs = -0.73. The significance for r. using critical values 
for a two-tailed test at the 10% level with a significance level of 0.05 is less than the 
accepted critical value of -0.6. Therefore we conclude that there is no evidence at the 
10% level of negative correlation. 
Reading 
1. 
The values are: n=II., FW2 = 348, rs = -0.58. The significance for rs us, ing critical values 
for a two-tailed test at the 10% level with a significance level of 0.05 is less than the 
accepted critical value of -0.535. Therefore we conclude that there is no evidence at the 
10% level of negative correlation. 
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Speaking 
The values are: n=8, Fd2 = 72, rs = 0.15. The significance for rs using critical values for 
a two-tailed test at the 10% level with a significance level of 0.05 is less than the 
accepted critical value of 0.643. Therefore we conclude that there is no evidence at the 
10% level of positive correlation- 
Writing 
The values are: n=9, Id2 = 120, rs = 0. The significance for rs using critical values for a 
two-tailed test at the 10% level with a significance level of 0.05 is less than the accepted 
critical value of 0.6. Therefore we conclude that there is no evidence at the 10% level of 
positive correlation. 
Homework 
The values are: n=7, ! d2 = 56, rs = 0. The significance for rs using critical values for a 
two-tailed test at the 10% level with a significance level of 0.05 is less than the accepted 
critical value of 0.714. Therefore we conclude that there is no evidence at the 10% level 
of positive correlation. 
In conclusion there is no significant statistical evidence of any positive or negative 
correlation between the stated preferences of the UdSU students and their teachers about 
the teaching activities encountered or used during TL classes in the FLSP. Therefore it is 
evident that the teachers' preferences for teaching strategies fall within the accepted 
statistical boundaries of their students stated preferences but to no significant degree. 
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7.2.12 Conclusion to Section 7.2 
The statistical findings of this section confirm that the students are broadly happy with 
the teaching strategies employed by the teachers of FLSP. Close parallels can be drawn 
between the FLSP's students' preferences and traditional aspects of Russian education in 
the areas of translation and acting out short structured conversations. At the same time, 
the students are more progressive in their desires for. new teaching strategies which offer 
an authentic exposure to the TL, most notably through direct contact with a TL speaker 
(which involves interaction) or through exposure to the target language and Western 
culture (which is a passive role). For the students, the same two tasks offer a less 
demanding rigor than the current UdSU approach which is based on structures and lexis. 
These two strategies offer less teacher-control in the TL classroom (which is less 
appealing to UdSU teachers) and lqss teacher-effort in the preparation stage (which 
would be welcomed by FLSP teachers who are already overloaded with teaching hours). 
There are activities which every student has experienced in UdSU class teaching. They 
are (Q6) answering orally the teacher's questions about a text, (Q9) listening to English 
on the tape recorder, (QIO) watching films, (Q13) reading about Great Britain, (Q26) 
translating from English to Russian and (Q27) translating from Russian to English. This 
total of six is extremely small and can be interpreted to mean that there is a lack breadth 
in the daily delivery of teaching strategies within the FLSP. Evidently, the experiences of 
a certain teaching style depend primarily on the teacher to whom the students are 
assigned. This is highlighted by the isolated cases where one or two students have missed 
doing an activity (See questions 2,14,17,20,22,23,24,28 and 32). 
There are other examples where large numbers of students have not experienced certain 
teaching strategies: (1) 51 students (55%) have never made a recording of themselves 
onto cassette, (2) 32 students (35%) have never chanted grammar rules after the teacher, 
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(3) 27 students (29%) have never spoken to a native speaker, (4) 22 students (24%) have 
never written anything about Russia, and (5) 18 students (2 1 %) state that they have never 
read articles on their specialist topic at all. This last figure carries great significance. 
UdSU claims to teach English for Specific Purposes but one fifth of the students 
surveyed state that they have never read articles on their specialist topics. Clearly, a 
substantial number of teachers do not deliver the syllabus which the FLSP strives to 
deliver to all students. Such findings suggest an inconsistency in the range of teaching 
strategies employed throughout the FLSP. This fact is not as directly evident in the 
taxonomic survey of Chapter Five but is confirmed by classroom observations carried out 
in many UdSU classrooms. 
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7.3 Analysis and Discussion of Student Attitudinal Questionnaire (Q3) 
The statements marked thus * in the column entitled 'Section' in Table 84 below have 
been given a positive statement value. Originally they were worded in the negative for 
the purposes of a creating a balanced questionnaire containing both positive and negative 
perceptions. In the analysis phase their values were reversed to give a positive value. 
Consequently they have been worded positively for this and all subsequent tables. 
The results in Table 84 show that the students surveyed have more positive attitudes to 
the issues of: (i) the usefulness of English and (ii) contact with native speakers. In the top 
half of the rank order of results these two occupy 17 out of 19 places with only seven out 
of 19 places in the bottom half The mean score is 3.92 for usefulness and 3.77 for 
contact. Furthermore, with an outright positive statement starting at rank 15 and above, 
both of the aforementioned attitudes have more than 50% of their statements mentioned 
within this top half of statements. 
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Table 84 
Rank Order of Responses as Expressed by Students at UdSU in Questionnaire 3 
NB Note that the abbreviation Yrepresents the word 'statement ý Each ofthe statements 
is referred to below as SI, S2, S3 etcetera in the comments whichfollow this table. 
Rank S Mitude Section! Mean, 
1 12 ILeaming EnglM is not a waste of time for me. U 4.45 
21 11 ! English will be useful to me after I leave university. U 14.341 
31 38 11 would be interested in meefing up with English speaking student dudng their visfts. IC 14.32, 
4 32 11 would like to meet some English speakers. C 4.31 
5 5 11 would like to go to Great Britain one day. i428 
6 27 '! 1 would like to go to the Unfted States. C 4.25 
17 4 ifthink my family is pleased that I am leaming English. 
i8 19 ! It is a good idea for Russian students to have an English speaking penpal. I C 14.21 
19 14 11 would Eke to be able to speak several langua ges. U 14.2 1 
10 ! 17 I'l am interested in noing to Great Britain. C* ! 4.19 
I11 20 1 am interested in going to the United States. 
- 
C* ý4.16 
12 1 15 7 1 am interested in learning foreign languages. U* 4.131 
1-3 1 10 11 learn useful ttfings in my language classes. U 14 
14 29 11 am interested in learning about other countries. C* 
1397 
j 16 23 1 need English for what I want to do after my studies. -- 
U* 13.961 
16 35 7 1 
ýEnglish is of use to me as I want to go to an English speaking country. 
U* 13.96 
17 24 ý English is easy if you try. D j 3.94 i 
1 18 1 1 ýEnglish is one of my favourite lessons. E j 3.87 
19 3 :1 want to learn more English after I leave university. I U* 13.82 
20 13 ill would like to get a job where I could use my English. U 3.8 
21 22 il like learning new words. E 1378 
22 9 11 like English because I am good at ft. E* 3.72 
23 1 33 English lessons are not usually boring. E* 3.72J 
24 11 18 1 like English classes most of the time. E 3.62 
L2ýý511 30 11 think that I will visit the West. C* 13.53 
! 26 i 21 ýEnglish is not too difficult to understand well. D* 3.3 
1 27 8 11 find English less difficult than other subjects in my course. D* q. 2--, ', 
28 37 1 would like to live and work in an English speaking country. C 3.18 
29 7 11 would like to live in an English speaking country. C 
Y1 6- 
30 26 1 do not find it hard to remember words in English when I speak. D* 
1 12.92--ý- 
31 6 'English is one of the easiest lessons in my coures. D 2.9 ý 
'-32 28 1 like English because ft seems easy. E 2.85_ ' 
33 16 11 am better at English than I am at other subjects. D , : 2.79 i 
34 34 11 am quite good at F-nglish. D 2.79 
35 36 11 think ft would not feel strange staying in an English speaking country. i C* i2.781, 36 25 ý'I do get a chance to practise my English outside of class. C* 2.75 
37 31 1 am good at English. D* 2.7 
38 2 There are not many more important things to learn at university other than English 2.28 
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For the purposes of further clarity, the rank sequence of the most frequently expressed 
activity is presented in Table 85 below. The discussion based on these results follows 
immediately afterwards. 
Table 85 
Rank Order of Attitude Statements as Expressed by Students at UdSU 
i 
Usefulnesý Contact Difficufty Enjoymentl 
2 
3 
4 
5 
6 
7 
9 
10 
12 
14 
15 
16 
17 
18 
19 
20 
i 21 
22 
- 2 3 
24 
30 1 
31 
32 
33 
34 
35 
36 
37 
33 
Within the motivation framework presented by Gardner and Lambert (1972, p. 15), 
Usefulness is identified as instrumental motivation while Contact with Foreigners is 
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perceived as integrative motivation. The findings of this research reveal positive results 
of a similar magnitude for both so that it is justifiable to state that the learners at UdSU 
have indicated that they are both instrumentally and integrativefy motivated. There is 
evidence of strong aspirations and personal relevance when learning English at UdSU. 
In the case of Difficulty and Enjoyment (task motivation), both occupy only two out of 
the top nineteen but twelve out of the bottom nineteen ranked responses contained in 
Table 85. Therefore, the students surveyed have a much less positive attitude to task 
motivation through the activities done in the classroom. By inference, the classroom 
deliverables do not match the instrumental and integrative motivation brought to the 
class by the students. 
The bulk of the student responses for Enjoyment lie between the attitudes of Uncertain 
and Agree. The lack of returns above the 'Agee' threshold reveals a high degree of 
indifference to what goes on in the classroom even though the students express a clear 
desire to have contact with English speakers and are also aware that they require the 
language for their future careers. The reason for this is clearly linked to their perception 
of how difficult they find the language experienced in the classroom. In the Difficulty 
section, many express uncertainty about their abilities in English but the majority clearly 
find English difficult, with five out of the bottom nine places in the overall survey filled 
by that section. 
Each of the four subsections is dealt with individually in the results sections which 
follow. The breakdown into subdivisions was explained earlier in the methodology 
section in Chapter Four. For each subsection, the results are analysed for the entire 
section before each subdivision is further analysed. 
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7.3.1 Usefulness i 
Table 86 
Table Showing the Rank Order of Statements about Usefulness of English 
RankI S Affitude I Mean 
1 12 11-earning English is not a waste of time for me. i 4.45 
12 11 English will be useful to me after I leave university. 1q.. 54 i 
3 4 11 think my family is pleased that I am learning English. 4.24 
4 14 11 would like to. be able to speak several languages. 
_ 
4.2 
5 15 1 am interested in learning foreign languages. 4.13 7 -6 
, 10 il learn useful things in my language classes. 4 
7 1 23 !1n ed English for what I want to do after my studies. 1 3.96 
8 1! 35 l'English is of use to me as I want to go to an English speaking country. 3.96 
9 
- - 
ý3 1 want to learn more English after I leave university. 3.82 
, 
10 713 11 would like to get a job where I could use my English. 3.8 
11 2 ýThere are not many more important things to learn at universi ty other than Engiish. ý 2.28 
3.92 
The highest score in Table 86 is 4.45 and the lowest 2.28, giving a range of 2.17. The 
mean is 3.92, which is almost equal to the value of agree (the score four). Overall, there 
are six out of the eleven questions which return a score over four (agree). Four out of 
eleven return a score of over three (uncertain) and only one returns a score of over two 
(disagree). Of the four questions which fall in the over three category, they are extremely 
close to the four threshold, indicating that a clear majority have a strong instrumental 
motivation. 
The highest mean for an individual statement both within this subsection and in the 
entire questionnaire is for the statement that English is not a waste of time (S 12). All but 
nine of the 92 students expressed agreement or strong agreement with the statement. 
Eight of the nine were unsure about the relevance of learning the language while only 
one expressed outright dislike. A similar pattern emerges with the responses to S 11, S4, 
S 14 and S 15. S 12 indicates a high degree of personal relevance in learning the TL. SII 
shows both instrumental and integrative relevance for many students. S4 emphasises the 
family support and social recognition attached to learning English. S14 and S15 
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emphasise the students' aspirations to master other languages for personal relevance. 31 k 
students (34%) express a strong desire to continue learning English after the completion 
of iheir studies (S3) as opposed to eleven who do not wish to do so. 
The findings are contradicted to a certain extent by the lowest ranked statement in this 
section. There is some doubt about whether English is an important subject for students 
I 
to learn at university (S2). Three students (3%) strongly agree and a further nine (10%) 
agree that there are not many more important things to learn at university other than 
English. 15 (16%) are unsure but 48 (52%) disagree and a further 16 (17%) strongly 
disagree with the statement. However, the students in the FLSP are not language 
specialists but study primarily in other faculties. In this respect, the above opinions fall 
within the range of expected outcomes. 
One further point arising from the above findings in Table 86 concerns the order in 
which the statements are ranked overall. In particular, the phraseology of these ranked 
statements reveals key information. The top two are concerned with the general 
usefulness of English, the fourth and fifth ranked statements refer to languages generally, 
while the seventh, eighth, ninth and tenth ranked statements denote the personal 
relevance of English to the student. In other words, English has a place in their lives but 
for more general utilitarian purposes (as would be the case with other languages) but 
there is less agreement among the students as to how relevant English might be for them 
specifically within their field of study. Analysis and comments now follow on each 
subdivision. 
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k 
(a) How useful will English be after university to them? 
Table 87 
Table Showing the Rank Order of Statements of How Useful English Will Be to 
UdSU Students in the Future 
31 want to leam more Engrish after I leave university. 3.82 
13 would like to get a job where I cotAd use my Engfish. 3.8 
The mean for Table 87 is 3.98. This is only slightly higher than the mean of 3.92 for the 
entire section calculated from Table 86 but second lowest among the other subsections. 
These results show that influences outside the TL classroom are a strong motivating 
factor at UdSU. The nature of this influence is categorised by a higher degree of general 
personal utilitarian or instrumental value (see S 11) and supported by S23. Both of these 
score a higher mean than S35 which suggests that more students have a preference to 
stay and use their TL knowledge in Russia than travel abroad to a TL environment. 
Current economic hardships for UdSUs students may have an influencing role in this 
current state of mind. Less important but still returning an overall positive response is the 
personal utilitarian purpose of seeking a job using the TT, (see S 13). 
(b) How relevant is learning English to them at present? 
Table 88 
Table Showing the Rank Order of Statements of How Relevant Learning English is 
for UdSU Students 
Rank S Attitude Mean 
1 12 lLeaming English is not a waste of tme for me. 4.45 
2 10 '1 leam useful tWngs in my language classes. 4 
32 There are not many more important things to leam at university other than English. 2.28 
1 3.58 
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Table 88 produces the lowest mean for the entire subsection at 3.58 which is well below 
the sections mean. This outcome can be attributed to S2 which returns the lowest mean 
score of all statements in the comlilete results table (see Table 84 earlier). This outcome 
is not unexpected given that the FLSP students are obliged to learn a TL parallel to their 
main area of study. The difference in the mean scores between S 12 and S 10 suggests that 
learning the TL has personal value to the FLSP students but that they do not býlieve that 
the teaching fidly matches their aspirations. 
(c) How useful are foreign languages in general to them? 
Table 89 
Table Showing the Rank Order of Statements of How Useful Foreign Languages are 
to UdSU Students 
lRank! S Aftitude I Mean 
1 14 1 would like to be able to speak several languages. 4.2 
2 15 lam interested in leaming foreign languages. 4.13 
4.17 
The mean for Table 89 is 4.17 which is the second highest mean for the section. The two 
statements confirm that learning languages is a strong personal motivating factor for 
many. However the results contained in Table 88 appear to contradict these findings. S2 
has a lower mean which suggests that the students' priorities lie with the subject which 
they have chosen to study rather than the learning of a TL. However this result is to be 
expected as the students are not FL specialists. 
(d) How does their family react to the news that they are learning English as non- 
specialists? 
Table 90 
Table Showing the Rank Order of Statements of How The UdSU Students' Families 
React to the Fact that they are Studying English 
Ranki S Mitude I Mean 
114 11 think my fami! y is pleased that I am leaming English 1 .2 4.24 
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With only one statement in this subdivision the mean for S4 is the mean for the 
subdivision at 4.24. This is the highest mean of all categories but it is impossible to 
interpret further the result in Table 90 because of the limited scope of the subdivision. 
7.3.2 Contact 
Table 91 
Table Showing the Rank Order of Statements about Contact 
With Native Speakers of English 
Rank IS Aftitude I Mean 
1 138 !1 would be interested in meeting up with English speaking students during their visb.. 
_. 
4.32 
2 32 11 would like to meet some English speakers. 4.31 
3 51 would like to go to Great Britain one day. 4.28 
4 1 27 1 would like to go to the United States. 4.25 
5 19 'It is a good idea for Russian students to have an English speaking penpal. 4.21 
6 17 11 am interested in going to Great Brttain. 4.19 
7 : 20 1 am interested in poing to the United States. 4.16 
8 i 29 !1 am interested in learning about other countries. 3.97 
9 30 11 think that I will visit the West 3.53 
10 37 ;1 would like to live and work in an English speaking country. 3.18 
11 71 would like to live in an English speaking country. 3.16 
12 1 36 1 think it would not feel strange staying in an English speaking country. 2.78 
13 1 25 '1 get a chance to practise my English outside of class. 2.75 
1 3.77 
In Table 91 the highest score is 4.32 and the lowest 2.75, giving a range of 1.57. The 
mean is 3.77, which is less than the mean score in the Usefulness sectiorL Overall there 
are seven out of thirteen questions which return a score over four (agree). Four out of 
thirteen return a score of over three (uncertain) and only two out of eleven return a score 
of over two (disagree). 
In a similar manner to the section on Usefulness, the outcome of the questionnaire has 
ranked cognate statements beside each other. The first and second ranked statements 
(S38 and S32) express an interest in meeting native TL speakers on visits to Izhevsk. 
This possibility is the most tangible opportunity for all UdSU students to have real 
exposure to TL speakers, given the present restrictions on travel into the half-closed city 
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of 1zhevsk. On closer inspection, there is a core of students who are not interested in 
k- 
either of these two options. Six are undecided in S3 8 and a Rifther nine in S3 2. A further 
four (S38) and two (S32) do not want to be involved in such meetings. 
The third and fourth ranked statements (S5 and S27) incorporate the expression 'I would 
like to go to' either Great Britain or the United States. These are closely followed by but 
ahead of the series of three statements containing 'I am interested' in either going to the 
two countries or learning more about other countries (S 17, S20 and S29). Clearly there is 
genuine and strong interest in the ethnolinguistic background of TL speakers and culture. 
However once again, there is a core of students who express no interest in the latter. A 
mean of ten are indifferent to all five of these statements, a further four disagee with 
them and two stronglk disagree. Together, these. students constitute 20% of the 
population surveyed. 
There is more reserve expressed about living in a TL country (S37 and S7). 25 and 23 
students express indifference to the notion of living in an English speaking country, with 
a further 24 and 20 against it and a further eight and four students strongly against the 
idea. This is in part due to the realisation of financial constraints but also a preference to 
stay in the LI culture. This sentiment is strong among many teachers and students. The 
current problems are not an excuse to jump shipý and go abroad to live. Therefore the 
conclusion drawn from these findings, in terms of motivational theory, is that the 
students are motivated integratively, primarily within a Russian context when foreigners 
come on business or as tourists with less emphasis on instrumental motivation. 
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(a) What do they think about contact with native speakers 
-of 
English? 
Table 92 
Table Showing the Rank Order of Statements Expressing an Opinion about the 
Value of Contact with Native Speakers of English 
Rankj S Attitude Mean 
11 38 1 would be interested in meeting up with English speaking sibidents during their visits. 4.32_ 
21 32 1 would like to meet some English speakers. 1 4.31 1 
31 19 It is a good idea for Russian students to have an English speaking penpal. 4.21 
4 125 1 never get a chance to practise my English outside of class. 5 2.7 
a 
The mean result for Table 92 is the third highest among the subdivisions at 3.9. It is 0.13 
higher than the mean for the entire section. The results show two key realities of being a 
TL student at UdSU. There is a high degree of aspirational motivation for integrative 
contact with TL speakers (S3 8, S32 and S 19) but in reality the FLSP's chances of contact 
with TL speakers is limited (S25). 
(b) What perceptions do they have of living in an English speaking country? 
Table 93 
Table Showing the Rank Order of Statements Indicating the Perceptions Which 
UdSU Students Have of Living in Another Country 
Rank S lAttitude Mean 
1 37 11 would like to live and work in an English speaking co 3.18 
-2 17 1 would li e to live in an English speaking country. 3.16 
3 36 jI think it would not feel strange staying in an English speaking country. 2.78 
3.04 
Table 93 has the lowest mean of all subdivisions in this section at 3.04. This is 0.73 
below the overall mean. The results suggest that the FLSP's, students' integrative 
motivation is limited primarily to contact with TL speakers in the LI environment and 
that there is a lack of strong desire to work in a TL environment (S37 and S7). It is 
perhaps not by accident therefore that S36 holds the lowest mean in this subdivision. 
Their limited experience of TL culture in their language classes has resulted in a majority 
of the group surveyed feeling that they would feel strange staying in a TL environment. 
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This observation contrasts sharply with the findings of Table 94 and Table 95 below k 
which show a stronger aspiration for integrative contact with the TL culture but only in 
the capacity of visiting the countries. 
(c) What attitudes do they have about visiting Great Britain? 
Table 94 
Table Showing the Rank Order of Statements Indicating the Attitudes Which UdSU 
Students Have about Visiting Great Britain 
Rank S Aftitude I Mean 
15 11 would like to go to Great Brftain one day. 4.28 
2 17 11 am interested in going to Great Brftain. 4.19 
4.24 
The mean for Table 94 is the highest of all subdivisions in this section at 4.24. S5 and 
S17 merely support each other's finding, namely that a clear majority of UdýU students 
wish to visit Great Britain at some stage. This evidence supports the observations made 
about integrative and instrumental motivation noted in the above section on the 
usefulness of leaming English at UdSU. 
(d) What attitudes do they have about visiting the United States of America? 
Table 95 
Table Showing the Rank Order of Statements Indicating the Attitudes Which UdSU 
Students Have about Visiting the United States of America 
Rankl S Attitude I Mean 
11 27 4 would like to go to the Unfted States. 4 95 
i21 20 11 am interested in going to the United States. 
ii4.2 
The findings contained in Table 95 show 0.04 of a statistical difference in the means 
between the UdSU students' perceptions of and attitudes towards Great Britain and the 
United States of America. While this difference is inconsequential, Table 95 serves to 
support the observations made about Table 94 and the comments made about the 
findings noted in Table 93. 
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(e) What attitudes do they have about visiting any country in the West? 
k 
Table 96 
Table Showing the Rank Order of Statements Indicating the Attitudes Which UdSU 15 Students Have about Visiting Any Country in the West 
iRank Sl Attitude IMean 
1 29 11 am interested in learning about other countries. 13.97 
2 30 ! 1 think that I vviU visit the West. 13.53 1 
13.751 
i 
The mean for Table 96 is 0.02 below the mean for the entire section at 3.75. S29 
confirms the strong integrational attitude of the UdSU students as observed earlier. 
However, the mean for S30 is lower than the results in Tables 94 and 95 above. The 
statements in these tables contain the aspirational words 'I would like' and I am 
interested' in visiting the TL countries. In S30 the phrase 'I think that I will visif has 
yielded a much lower result. - Tfie implication deduced from this observation is that a 
section of the student population believes that they will never be able to visit the West. 
7.3.3 Difficulty 
Table 97 
Table Showing the Rank Order of Statements About 
The Difficulty of Learning English 0 
Rank S Attitude MDa n 
1 24 
ýEnglish 
is easy if you try. 
g 
14 IS4 
2 21 ! English is not too difficutt to understand well. 3.3 
3 8 11 find English less difficult than other subjects in my course. 3 2 ý 
4. - 
5 6 
I wi 'u Iwa 
English is one of the easiest lessons in my cou e. 2.9 
16 16 1 am befter at English than I am at other subjects. 2.79 
71 34 !1 am qufte good at English. 2.79 1 
8 31 11 am good at English. 2.7 1 
1 3.06 1 
The highest score is 3.94 and the lowest 2.7, giving a range of 1.24. The mean is 3.06, 
which is almost equal to the value of uncertain (the score T) and the lowest recorded by 
any of the four sections. Overall none of the eight questions return a score over 4 (agree). 
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Three out of. eight return a score of over 3 (uncertain) and five out of eight return a score 
of over 2 (disagree). Clearly, this is the least popular of all four attitudes investigated. 
They express either uncertainty or pessimism about ihe issues raised here. 
The top score of 3.94 is much higher than the second placed 3.3. The 0.6 gap between 
the two covers the gap between the remaining seven positions. The inference drawn from 
this is that English is easier for students if they try but that they are reluctant to do so. 
The two statements containing the phrases 'I do not find it hard' or 'more difficulf are 
higher ranked than those statements containing the expressions 'I am good / quite good / 
better'. They have a lower impression of themselves as learners than of what actually 
goes on in the classroom. They believe this despite the fact that 25 students strongly 
agree and 42 agree that English is easy if one tries (S24). Only four believe, that the 
statement in S24 is not true at all. This apparent contradiction further confirms the low 
self-image which many students have of their own ability in the TL. At the same time 
however, the evidence suggests that the vast majority of students could improve their TL 
ability with greater effort. Avis' (1990, p. 94) comments on the 'psikhologiia troika' apply 
here. 
(a) Do they have a general perception that English is easy or difficult? 
Table 98 
Table Showing the Rank Order of Statements Indicating the Perceptions Which 
UdSU Students Have About NVhether English is Easy or Difficult 
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Rank S Affitude Mean 
1 24 
___! 
English is easy if you try. 3.94 
2 21 ! English is not too difficuft to understand wefl. 3.3 
Chapter Seven 
The mean for Table 98 is 3,23 which is the highest mean of all three subsections. The I- 
evidence obtained from these results suggests that success in the TL can be best achieved 
through learner effort (S24). In attribution theory, learner ability also plays a key role. 
This is evident in mean for S16 which reminds us that these students are not TL 
specialists. Between these two poles lies the confirination that the student group is 
equally split when expressing opinions about whether English is difficult or easy. The 3.3 
1 
and 2.9 mean scores for S21 and S6 show evidence of this divide in opinion. 
(b) Do they have a negative perception of themselves as learners? 
Table 99 
Table Showing the Rank Order of Statements Indicating the Negative Perceptions 
Which UdSU Students Have of Themselves as Learners 
I 
Rank S Attitude Mean 
1 34 11 am gufte good at English. 2.79 
2 ll 11 am good at English. 2.7 
2.75 
The mean score for Table 99 is 2.75. This is the lowest mean in the entire section. The 
calculated means for S34 and S31 are so close that any difference is negligible. However, 
in both cases a score lower than 3.0 signifies that a majority of the UdSU students have a 
negative self image about their abilities in the TL. Such low self-esteem can be brought 
into the TL classroom by learners and subsequently effect the quality of their learning 
experience. 
(c) How do they find learning the language? 
Table 100 
Table Showing the Rank Order of Statements Indicating the Views Which UdSU 
Students Have About Learning English 
Rank IS lAftitude I Mean 
18 11 find English less difficult than other subjects in my course. 3.2 
2 26 !1 do not find R hard to remember words in English when I speak. 2.92 
1 3.06 
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The mean in Table 100 is exactly the same mean for the entire section.. What is most 
interesting in these results is the 3.2 for S8 which implies that a majority of UdSU 
students find English less difficult than other areas of their ýourse. However Table 98 
above shows that the mean for S16 is 2.79. With a mean lower than 3.0 the inference 
drawn is that more students find that they are not as good at English as they are at other 
areas of their course. Thus the hypothesis can be drawn from this evidence that the UdSU 
students find the TL easier than other areas but are not prepared to put in the work to 
ensure than their perception of English becomes a firm reality. The evidence obtained 
earlier from Table 94 shows that a majority of students believe that English is easy if 
they try but they appear not act on their own belief and thus retain a negative self-image 
as leamers. 
7.3.4 Enjoyment 
Table 101 
Table Showing the Rank Order of Statements About 
The UdSU Students' Enjoyment of English 
Rank S- TA-ttitude Mean 
l English is one of my favourtte lessons. 3.87 
I II Eke leaming new words. 3.78 
3 9 11 like English_because I am good at ft. 3.72 
14 33 iEnglish lessons are usually not boring. 
3.72 
5 18 ýl like ýMfish classes most of the time. 3. 
6 28 !1 like English because ft seems easy. 2.85 
1 3.59 
The highest score in Table 101 is 3.87 and the lowest 2.85, giving a range of 1.02. The 
mean is 3.59 which is 0.41 lower in value to that of 'agree' (the score W) and the third 
highest out of the four sections. Overall, none of the six questions return a score of over 
four (agree). Five out of six return a score of over three (uncertain) and one out of six 
return a score of over two (disagree). Within the section, SI (enjoying English classes) is 
the most popular of the questions but is ranked a low 18th overall in Table 84. This 
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indicates a less than enthusiastic response when compared to the findings of all 
statements. Only 20 students (22%) strongly agree with S 1, a further 43 (47%) agree with 
it but 25 (27%) are indifferent to it and a further three (3%) disagree with the statement. 
Similar figures expressing uncertainty are found when the other statements are analysed. 
In S33 for example, a small majority of students (53%) state that they do not find English 
lessons boring with 23 (25%) unsure and a further eight (90ý6) expressing the view that 
they are boring. 
(a) Do they have a positive attitude to learning English? 
Table 102 
Table Showing the Rank Order of Statements Which Indicate Whether UdSU 
Students Have Positive Views About Learning English 
Rank S Aititude I Mean 
1 1 'Engiish is one of my favourite lessons. 3.87 
2 22 1 like leaming new words. 3.78 
3 33 English lessons are usually not bodng. 3.72 
4 18 il like English classes most of the bme. 362 - Y - - i ý51 A 
The mean for Table 102 is 3.75 which is the higher of the two means for this section. For 
all four statements, there is a clear positive response. The results for all show that 
conditions for situational motivation at UdSU are favourable and should not hinder 
learner progress. However these results do not explain why the UdSU students still retain 
an overall negative perception of themselves as learners. 
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(b) Does their ability in English affect their attitude? 
k 
Table 103 
Table Showing the Rank Order of Statements Which Indicate Whether The 
Attitude of UdSU Students Towards English Is Affected By Their Ability 
Rank S Attitude Mean 
19 1 like English because I am good at ft. 3.72 
2 28 1 1 like English because ft seems easy. 2.85 
1 3.29 
The mean for Table 103 is 3.29. The result for S9 confirms a majority of positive 
responses about liking English because the students are good at it. Interestingly, the mean 
for S28 is much lower than that for S9 which implies that a large representative sample 
of the student population does not believe that learning the TL is an easy activity. 
362 
Chapter Seven 
7.3.5 " Analysis of Individual Students' Attitudes 
The emphasis shifts now from the analysis on individual statements about attitude to an 
investigation about the individual respondents. By collating information in this manner it 
has been possible to provide sufficient information not only to identify key trends among 
the UdSU learners but also to create learner profiles of individual students in the analysis 
which follows Tables 104-106. 
Table 104 
Table Showing the Overall Rankings of Students who 
Completed Questionnaire 3 (Part One) 
Overall Rank[ Student Contact Di iculty Enioyment Usefulness Mean Rank Gender 
1 71 1 1 1 1 1 m 
2 12 7 4 4 2 4.25 F 
131 49 4 16 2 20 8 F 
4i 23 6 5 8 18 9.25 F 
5 20 13 11 24 5 10.75 F 
6 50 1 27 18 3 8 14 F 
-7 76 8 '19 10 36 18.25 m 
8 51 16 7 32 21 19 F 
9 3 25 15 38 1 9 21.75 F 
10 19 5 22 40 - 24 22.75 F 
11 14 12 33 23 24 23 F 
12= 33 52 24 13 7 24 F 
12= 61 22 9 35 30 24 F 
14 37 31 58 6 3 24.5 F 
15 83 23 2 58 16 24.75 F 
16= 34 14 25 26 35 25 
16= 39 38 27 16 19 25 F 
18= 42 26 35 29 13 25.75 F 
18= 45 9 36 30 28 25.75 M 
18= 46 10 1 17 62 14 25.75 F 
21 2 24 8 51 22 -- r-26.25 F 
22 25 20 23 12 54 1 27.25 m 
23= 30 44 56 5 6 27.75 F 
23= 32 13 68 18 11 27.75 F 
25 1 38 
-- - 
21 73 15 4 28.25 F 
F 267 41 45 1 34 28 1 12 29.75 1F 
27 1 57 33 47 20 29 32 25 1F * 1 28= 1 35 1 53 26 14 40 25 F 33 
28= 70- 56 14 21 42 33.25 M 
na An r, A 'I A 
II I- 
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Table 105 
Table Showing the Overall Rankings of Students who 
Completed Questionnaire 3 (Part Two) 
Overall Rank Student Coniact Difficulty 
--ýnjoyrnen 
ýsefýuiness Mean Rank Gender 
31 13 29 32 53 23 34.25 F 
32 52 32 37 9 61 34.75 F 
33 7 59 53 11 17 35 1 F 
1 34 74 36 52 17 44 37.25 M 
35 1 18 63 10 39 38 37.5 F 
36 31 30 57 25 39 37.75 F 
37 53 73 12 19 49 3 8.2 5 F 
38 65 17 65 46 31 39.75 F 
39 60 28 49 34 51 40.5 F 
40= 21 77 3 60 26 41.5 F 
40= 15 69 44 7 46 41.5 F 
42 84 48 20 65 34 1 41.75 F 
43 68 34 38 64 32 42 F1 
44= 55 39 74 43 15 42.75 F 
44= 5 68 16 22 65 42.75 M 
44= 64 41 13 45 72 42.75 F 
47 16-7 - 19 31 67 58 1 43.75 M 
48 47 11 77 31 60 44.75 F 
49= 86 37 41 50 53 45.25 M 
49= 44 15 69 42 55 45.25 F 
51 17 2 63 82 37 46 F 
52 73 57 40 47 43 46.75 F 
53 54 46 59 33 50 
- 
47 F 
54 6 43 30 -77 52 T777Jý0 7 48.75 F 
55 69 35 51 57 56 49.75 M 
56 77 80 70 48 10 52 F 
57 43 65 45 41 i 59 52.5 m 
58 81 61 61 49 45 1 54 I 
jtýll 
59 88 71 29 36 82 54.5 M 
1 60 i 28 ý 51 7777ý-2 1 55 48 56.5 1, F- ý 
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Table 106 
Table showing the Overall )Rankings of Students who 
Completed Questionnaire 3 (Part Three) 
Overall Rank Student Contact Difficulty Enjoyment Usefulness Mean Raw Gender 
_ 61 66 42 50 63 75 57.5 F 
62 22 75 54 61 47 59.25 F 
63 63 70 60 1 44 67 60.25 F 
64= 1 75 1 47 91 78 33 62.25 F 
64= 91 72 7 37 64 62.25 M 
66 4 61 67 66 57 62.75 M 
67 
1 
59 1 55, ý 48 i 71 78 63 1F 
68 56 40 83 70 62 63.75 F 
69 11 82 21 81 1 77 65.25 M 
70 58 1 . 81--, 84 56 41 65.5 F 
71 90 1 49 88 59 69 66.25 F 
72 i 16 50 62 89 66 66.75 F 
73 87 18 82 79 90 67.25 F 
74 9 84 43 80 63 67.5 F 
75 79 69 79 73 52 68.25 F 
76= 26 79 64 54 84 70.25 1M 
76= 48 85 46 76 74 70.25 1F 
78 82 58 71 87 68 71 F 
92 83 42 74 87 71.5 M 
80 78 60 85 72 76 73.25 1F 
81 62 66 75 84 71 74 F 
72 87 39 85 89 75 F 
83 36 64 90 75 73 75.5 F 
84 29 76 78 69 83 76.5 m 
27 86 1 55 83 i 88 1 Id Im 
86 24 78 81 68 86 78.25 F 
87 67 91 i6 77 80 78.5 F 
88 89 74 87 i 89 75 81.25 F 
89 80 1 88 86 
_86 
81 85.25 F 
90 85 90 80 88 85 85.75 m 
91 8 89 89 90 91 89.75 m 
92 
-1 
92 92 92 92 92 m 
Results contained in Tables 104-106 above suggest that there is a mixed but predictable 
pattern of results on the opinions of the student population at UdSU. There is a small 
group of students at both the top and bottom ends of the table who are consistently 
motivated positively or negatively. Only two out of 92 have been ranked in the top ten in 
each section. Student 71 is ranked in first place in each of the four sections while Student 
12 is ranked 7th in Contact, 4th in both Difficulty and Enjoyment and 2nd in Usefulness. 
Student 49 has her total rankings for the four sections fall under the average of ten but is 
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ranked 20th in the Usefulness category. In all. three cases, the students show strong 
k 
integrative, instrumental motivation and retain a positive self-profile as learners. 
The reason why only a small proportion of the student population responded consistently 
positively is clear. Many students have indicated a more positive attitude for one section 
(in some cases two) but less enthusiasm for the remaining sections. For example, Student 
17 is ranked 51st overall. She shows strong integrative motivation (ranked 2nd in 
Contact) which is aspirational and not based on current realities. She is less 
instrumentally motivated (37th in Usefulness) and she has a previous negative learning 
experience (63rd in Difficulty). In addition she does not enjoy the FLSP classes (82nd in 
Enjoyment). By comparison, Student 30 is ranked 44th overall and likes English classes 
(5th in Enjoyment) ýnd shows strong instrumental motivation (6th in Usefulness). 
However she is less integratively motivated (ranked 44th in Contact) and has a lower 
self-image on the issue of coping with the difficulty of leaming the'TL (56th in 
Difficulty). 
The pattern at the bottom end of the distribution range in Table 106 contains a greater 
concentration of low rankings for individual students. Student I is 92nd in all four 
categories, thus showing that he is neither integratively or instrumentally motivated. He 
is representative of a sizeable group among the UdSU student population who hold 
negative views about learning English. Other students in this category include Students 8, 
85,80,89,67,24,27 and 29. 
As the bottom three ranks in Table 106 are occupied by male students there is clear 
evidence that male students are less motivated than their female counterparts. Table 107 
below shows that the spread of male students is not uniform in pattern. Only six males 
(29%) are in the top ranked half with Student 71 ranked first overall in Table 106 above. 
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Conversely fifteen male students (71%) are in the bottom half of the distribution. It is 
clear therefore that male students at the FLSP are less motivated than their female 
counterparts. 
Table 107 
Table Showing the Distribution of Female and Male Students According to Overall 
Rank Based on Completed Questionnaires 
Rank Range Females Males Total 
1-10 8 2 10 
11-20 9 1 10 
21-30 91 10 
31-40 91 10 
41-50 73 10 
51-60 73 10 
61-70 713 1 
71-80 1 8 10 
81-90 73 
91.92 0 2 2 
Total 71 21 92 
7.3.6 Statistical Analysis 
d 
Calculations have been carried out using the non-parametric Mann-Whitney U-test. The 
test assumes an ordinal level of measurement as the mean figures lead to the ranking of 
scores. The results for the comparisons of each section with the remaining sections are 
given below. 
Difficulty and Enjoyment 
Since U, is the smaller of the two values, U=U, = 10. When N, =6 and N, = 8, the 
Mann-Whitney U-test critical value of U for the 5 per cent level in a non-directional test 
is 8. Since the calculated value is more than this, the null hypothesis is rejected. 
Therefore there is a significant difference between the two sets of ratings. 
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Difficulty and Usefulness 
Since U, is the smaller of the two values, U=U, = IO. When N, =8 and N, = 11, the 
I Mann-VAiitney U-test critical value of U for the 5 per cent level in a non-directional test 
is 19. Since the calculated value is less than this, the null hypothesis is rejected. 
Therefore there is a significant difference between the two sets of ratings. 
i 
Difficulty and Contact with Foreigners 
Since U, is the smaller of the two values, U= Uý = 21. When N, =8 and N, = 13, the 
Mann-Whitney U-test critical value of U for the 5 per cent level in a non-directional test 
is 24. Since the calculated value is less than this, the null hypothesis is rejected. 
Therefore there is a significant difference between the two sets of ratings. 
Enjoyment and Usefulness 
Since U, is the smaller of the two values, U=U, = 20. When N, =6 and N, = 11, the 
Mann-Whitney U-test critical value of U for the 5 per cent level in a non-directional test 
is 13. Since the calculated value is more than this, the null hypothesis is rejected. 
Therefore there is a significant difference between the two sets of ratings. 
Enjoyment and Contact with Foreigners 
Since U, is the smaller of the two values, U=U, = 27. When N, =6 and N, = 13, the 
Mann-VvUtney U-test critical value of U for the 5 per cent level in a non-directional test 
is 16. Since the calculated value is less than this, the null hypothesis cannot be rejected. 
Therefore there is no significant difference between the two sets of ratings. 
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Usefulness and Contact with Foreigners 
k 
Since U, is the smaller of the two values, U=U, = 68. When N, =II and N. = 13, the 
Mann-Whitney U-test critical value of U for the 5 per cent level in a non-directional test 
is 40. Since the calculated value is more than this, the null hypothesis is rejected. 
Therefore there is a significant difference between the two sets of ratings. 
A 
These calculations confirm that there is significant difference in the ranked statements of 
UdSU students in all but one category, namely Enjoyment and Contact with Foreigners 
where there is an accepted correlation between the two sets of ratings. However, in the 
other five categories, there is sufficient evidence to conclude that there is little 
correlation between the various factors. This implies that the motivational forces of 
instrumentalism and integration I do not combine to increase overall motivation. These 
findings corroborate the evidence gathered in Chapter Six on the assessment procedures 
in practice at UdSU. They confirm that the students have little motivation to work well in 
class or improve their knowledge of the TL due to the current inconsistencies of 
awarding marks within the FLSP. In fact, there is clear evidence that students are better 
off trying to be placed in a group which contains weaker students than they are. Until a 
system which rewards ability and effort in a more discerning categorisation of 
assessment criteria is developed and adopted by the FLSP, it is difficult to see how the 
Faculty can reverse the situation identified by these findings. 
7.3.8 Conclusion to Section 7.3 
The conclusions drawn from this questionnaire must be interpreted in the light of the 
following premises: 
(1) It is evident that all non-linguist students at UdSU are obliged to study a foreign 
language in the FLSP. The vast ma ority study English because they have already started 
it at school and have no alternative. For all students the FL forms only a minor element 
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of their studies and therefore the students' preferred choice of subject is naturally their 
main subject of study. 
(2) All the findings in this section are influenced by general issues which affect life for 
all at UdSU. As expounded by the Maslow theory on physical environment, the basic 
standard of living and the current economic difficulties experienced in lzhevsk distract 
the students from study and consequently affect their motivation to differing degrees. 
Sometimes the problems may actually block motivation completely. 
(3) There is little aspirational motivation among UdSU students. The lack of streaming 
and preference for mixed ability teaching means that the students have no incentive for 
self-improvement. This leads to the classic 'psikhologiia troika! which is only broken by 
the need to cram to some degree before an examination. 
The specific findings of the student perception questionnaire are: 
(1) The factors from outside the classroom influence motivation more than those 
occurring within the classroom. The higher overall ranking of usefulness and contact 
with TL speakers and culture confirm this. 
(2) At UdSU both integrative and instrumental motivation influence students' attitudes 
equally. Instrumental motivation is characterised by personal relevance (S II and S45) 
and family recognition and approval (S4). English is perceived as a useful general skill to 
possess but its usage in a UdSU context is less relevant. Integrative motivation is 
characterised by the limited aspiration to have contact with TL speakers. There is a clear 
realisation that this is more likely to occur in a Russian context with visitors (S32 and 
S38). However, there are few opportunities of this nature (S25) at present. There is also a 
perceived value in having TL penpals or keypals. Mffle an acceptance that they may not 
ever visit the West in their life might be realistic, the high figure of 43 students (47%) 
suggests a high degree of accepted resignation among the students that they will never 
visit the West (S30). Among the remaining 533% of the surveyed population, even less 
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want to work abroad, implying that most students want prily limited integration with 
outside cultures. 
(3) While positive motivation is brought into the classroom by students from different 
sources, the level of motivation is not matched by the classroom experiences. The 
sections on Difficulty and Enjoyment verify this when the individual rankings of the 
statements are compared to the instrumental and integrative statements. For many, I 
English is difficult (S8) and they have low self-esteem when it comes to learning 
languages (S31). While many students have difficulty remembering words when 
speaking (S26), there is some internal conflict in other findings within both sections. 
Many students believe that English is easy (S24) but most say that they are not good at 
the subject (S31). Through inference, it is hypothesised that many students do not work 
hard enough in English. 
(4) Task motivation is limited given the findings of the earlier Spearman Rank 
Coefficient Correlation for QI and Q2 between the teachers' choice of tasks and the 
students' preferences of the same. The teaching strategies do not appear to be a high 
motivating factor. Yet a clear majority of students enjoy the lessons, with circa 30% 
being indifferent to them. From observations, this can be attributed more to the 
personality of the teacher and the individual characters of the students. 
Aspects of the motivation in the FLSPs students are evidently different in nature to the 
motivation experienced by their Western counterparts. The UdSU students' previous life 
experiences in seclusion from the West affect their current attitudes to FL leaming. They 
are more child-like in their enthusiasm for contact with foreigners, which mirrors the 
attitudes held by new TL learners in British secondary schools. However, by the age of 
sixteen, the vast majority of British pupils have abandoned their foreign language studies 
believing that they will never need a foreign language and in the knowledge that 'all 
foreigners speak English!. By contrast, UdSU students of all disciplines continue with 
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their FL studies as a subsidiary pail of their University course. In comparison with the 
United Kingdom, the findings of this student attitudinal questionnaire reflect positively 
on the UdSU students because they have generally retained a positive view of FL 
learning, even when the classes are obligatory. 
7.4 Conclusion to Chapter Seven 
The cross-sectional methods employed in this chapter have yielded results which serve 
two functions. First, they confirm some of the key findings of Chapter Two. Second, they 
provide evidence which the longitudinal methods in Chapter Six do not show. 
Questionnaire I shows that there is a close correlation between the teaching techniques 
used by FLSP teachers in the ESP classroom and the tasks found in the UdSU corpus of 
books. The UdSU teachers use a limited range of teaching techniques to elicit FL 
production from their students. This is predominantly in the form of what Galperin 
describes as reproduction. There is little attempt to encourage the learners to manipulate 
the TL in open conversation. The FLSP teachers' most favoured teaching strategies 
(translation and listening) focus primarily on the passive leamer and his ability to follow 
the TL in the spoken and written forms. Student originality and creativity in the 
production of the TL are seen as less important. Within the teaching group, there are 
obvious differences in the methodological approaches adopted by a group of six teachers 
and their colleagues. The smaller group have a more limited range of teaching strategies 
which includes the chanting aloud of texts and even grammar rules. 
The views expressed by UdSU students in Questionnaire 2 correlate closely to the FLSP 
teachers' preferred teaching strategies, expressed in Questionnaire 1. They have a similar 
distribution of students who have a broad range of likes concerning FL learning 
techniques and others who are unenthusiastic about FL learning. This last finding is to be 
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expected, given that UdSU students are obliged to learn a foreign_ language. However, 
within the student group surveyed, there are examples of learning experiences which 
substantial numbers of students have never experiýnced. Most notable among these 
activities is the fact that one fifth of the students have never written about Russia in 
English. This fact contrasts with the Russian tradition of writing about the mother 
country in the TL. The same finding is also surprising, given the fact that so much of the 
UdSU corpus of books focuses on Russia. 
The Student Attitudinal Questionnaire (Questionnaire 3) shows that the same students 
who express positive or negative views about FL learning, are similarly positive or 
negative about FL language and culture. The implication, in the case of those who 
express negative views, is that they are not instrumentally or situationally motiv4ted to 
learn the TL and do not believe that they will ever have the chance to use their TL skills 
with a TL speaker during their lives. By contrast, others are positive in their aspirations 
concerning visiting the West and speaking the TL with native speakers. However, the 
same group is less keen to live or work in the TL country and prefers to stay in Russia. 
Student motivation is a key issue in FL learning. Evidently, UdSU students have more 
basic concerns that their Western counterparts but this does not appear to affect their 
motivation in learning a foreign language. However, UdSU teachers must learn from the 
findings of this research that their students find English difficult to learn and are not as 
positive about the amount of enjoyment which they experience in the ESP class, in 
comparison to the students' views on TL usefulness and contact with foreigners. The 
FLSP teachers can increase the level of positive motivation by using materials which are 
more student-oriented and which offer the learners a broader and more current range of 
issues. 
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CHAPTER EIGHT - CONCLUSION 
8.1 Recent Developments at UdSU 
The analysis and interpretation of results in Chapter Six and Chapter Seven have been 
concerned primarily with the research tools of naturalistic observation, elicitation 
techniques, interviewing and the collection of existing data. However, they require 
presentation against the background of the latest developments at UdSU. Only in this 
way can the conclusions and theoretical implications for future research be regarded as 
truly relevant. The updated information presented here has been obtained primarily 
through regular contact with FLSP teachers through electronic mail. 
It is clear that the FLSP continues to face substantial problems in the delivery of its 
teaching in several key areas. These problems restrict the effectiveness of the teaching 
which the teachers of the FLSP are striving to achieve. Some of these are the result of the 
FLSP's own action (or inaction) but most issues lie beyond the control of the FLSP. The 
problems can be categorised as follows: 
(1) The 'Host' Faculty 
The amount of time allotted for the study of a foreign language is dictated by the 'host' 
faculties from which the students come. Often the FLSP teachers are given time slots 
during the day which are either very early or very late. In either case, this results often in 
the students being tired, uninterested or unmotivated to the point where they actually fail 
to turn up to class. In addition, the FLSP can have its hours of teaching reduced or 
increased from one year to the next upon the decision of the 'host' faculty. This happens 
when the Dean of the 'hosf faculty contracts the services of FLSP at the start of each 
academic year. The Central Higher Education Ministry in Moscow specifies a minimum 
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but the 'host' faculty has a degree of freedom to decide on the number of hours above this 
minimum. In general, the tendency is to reduce the number of hours. This contrasts with 
past practice when the number of hours was fixed. A similar problem occurs in the area 
of room allocation. In several recent cases, the 'host' faculty has taken all the language 
classrooms away from the FLSP for its own use. When this happens, the teachers are 
obliged to move from room to room with the relevant textbooks and other equipment 
4 
required for their teaching. This affects not only the standard of the teaching delivered 
but also teacher moral, as the FLSP is unable to change the situation. 
(2) Finances 
The FLSP has no real financial independence and is chronically under-funded. While 
some faculties have their own independent budgets, often financed by long-distance 
student franchises, the Faculty is a 'service' faculty with a short history and therefore it 
has less franchises. However, this situation might change over time. A- by-product of this 
current problem stems from the fact that the FLSP has no standard budget mechanism for 
reprographics or other consumables. This results in the new computers and photocopiers 
(bought by TEWUS) remaining unused by most FLSP teachers. 
(3) Access to Resources 
Today, despite all the money and new materials which have been pouring into UdSU, 
access to teaching materials is restricted. The new FLSP library is often unmanned 
during the day and therefore locked because the librarian is absent, playing computer 
games in the new Open Learning Centre or joining chat rooms on the Internet. This issue 
has not been resolved yet. Furthermore, the FLSP continues to experience on-going 
technical problems with TEWUS funded equipment. For example, access to the Internet 
is often interrupted and there is insufficient back-up, both in terms of knowledge and 
financial resolve to pay for the replacement of damaged hardware and software. There is 
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little access to TL publications and a proper system for availing of satellite television has 
still not been set up. 
(4) Problems faced by Individual Teachers 
Many individual teachers face a wide range of problems which include student 
absenteeism - often up to half of the students fail to turn up to class. While individual 
teachers may keep their own absentee records, there is no official system in place to 
record the frequency of absentees throughout the FLSP or UdSU as a whole. Similarly, 
there is no system of official warnings in place throughout the University. There is also a 
growing trend for the 'host! faculties to withhold their students from language classes for 
further teaching in these disciplines without seeking compliance from the teachers 
concerned. Often no prior notice is given. Similarly, students are taken from class. I by the 
University authorities for civic duties, such as snow clearance. As no students are full- 
time in the FLSP, the authorities prefer to remove students from these classes first. 
The individual teacher is disempowered as there is no forum for discussion for 
channelling new ideas into the Faculty's policy. Many FLSP teachers encounter 
difficulties in dealing with the deans of the 'host! faculties on an individual basis. For 
example, the Dean of Psychology has applied pressure on the FLSP teachers since 1997 
to teach Psychology through English. The teachers are not qualified to do so, nor do they 
have sufficient knowledge about psychology. In response to their inability to do so 
(which the dean interpreted as a refusal), they lost their room allocation. The teachers of 
the FLSP have no forum for dissemination of good teaching practice. On 7th July 1998 at 
a staff meeting, reports were given by an elected speaker representing the different 
groups of teachers who (i) had been on mobility to Germany for four months, (ii) had 
attended a language conference in Grenoble France and (iii) had participated in a 
TEMPUS funded conference at the State Technical University in St. Petersburg. In all 
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three cases, the speeches lasted no more than three minutes and were all anecdotal. One 
.-k 
proceeded to thank everyone for helping her 'have such a wonderful holiday' in Germany. 
There was no professional' gain for those teachers who have never been to the West. 
The criteria laid down by TEWUS meant that a majority of FLSP candidates for 
mobilities to the West had to be under thirty-five years of age. Obviously, T`EMPUS was 
building for the future, but there has been an unfortunate consequence of this policy. In 
the case of UdSU, the FLSP has lost four young teachers who have since left UdSU. In 
some cases, the opportunities gained through TEMPUS were directly responsible for the 
teachers' decisions not to return to UdSU. Had TEMPUS adopted a more flexible 
approach and allowed more teachers in their late thirties or early forties to go on 
mobility, then UdSU might not have found itself in this position (It could be argued that 
TEWUS might see the dispersal of teachers as an advantage because it leads to a 
broader pool of Western-influenced teachers who disseminate throughout Russia. ). Often 
these teachers are married with children and therefore have greater family ties to Izhevsk. 
It is less likely that these teachers would have left the FLSP in a similar fashion. Many of 
them still have at least twenty years to offer the FLSP. In this respect, TEMPUS will 
have failed to deliver (unless this consequence had been envisaged and accepted by 
TEMPUS as a natural outcome of the project) fully on its aim of planning for the future 
of the FLSP as a percentage of the output (i. e. the staff who have been on mobility) has 
been wasted and the FLSP is the loser. The situation is further aggravated because the. 
best staff are siphoned off to a few top faculties (Law, Economics and Public Relations). 
This has resulted in the creation of a two-tier teaching system. The more experienced and 
better teachers work- for the 'elite' faculties where they have a greater degree of 
autonomy. The remaining faculties are served by the unselected majority. 
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By contrast, student groups have made complaints through their own faculties about the 
I 
frequent lateness of individual FLSP teachers. As the FLSP has no central control of what 
its members are doing, such problems can go unchecked for many weeks, or even months 
until the students finally complain. 
Throughout this research, there has been an ever-present danger that the investigation 
could develop into a negative and critical assessment of UdSU. A consistent attempt has 
been made to be as objective as possible in the presentation of the findings. After all, it is 
rare in ESP research that a single faculty at one university should find itself under such a 
high degree of scrutiny. In Britain, the nearest approach has been through the HEFCE 
TQA which is carried out by a respected government funding authority within a 
recognised framework. It is inconceivable that a researchýr would be granted the 
freedom in the United Kingdom which has been given at UdSU. 
Both as a group and as individuals, the teachers of the Faculty of Languages for Specific 
Purposes have allowed themselves to be observed and questioned in detail about every 
aspect of life at UdSU. It is inevitable that some readers of this research may focus 
primarily on the weaknesses of the Faculty and its teaching methodology but all findings 
must be viewed in the above context. Inevitably, methodological and organisational 
weaknesses could be found in any university faculty in the West, if it were to allow itself 
to be subjected to such an examination. 
Within this context, it is essential to qualify and quantify the progress which the FLSP 
has made since 1980 (the date of the first in-house publication acquired for this research) 
in the methodological development of ESP teaching theories. At that time, UdSU 
suffered complete geographical, political, cultural and educational isolation from the 
West, from the Warsaw Pact countries (except Bulgaria), and partial isolation from other 
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parts of the USSR. UdSU teachers of ESP worked in a subsidiary section of the Faculty 
of Romance and Germanic Philology. They did not carry out research in their discipline, 
unlike their Western counterparts. They had no freedom to decide what to tea6. Their 
Faculty had limited TL resources and the staff had a restricted knowledge of the TL 
culture. 
There are four current issues which determine the extent to which there is quality in the 
EFL teaching methodologies used at the FLSP. First, there is little freedom for innovation 
at UdSU. In this situation, it becomes difficult to teach ESP properly to such broad 
mixed ability groups. If there is no movement on this issue, ESP at UdSU will remain a 
subject of secondary importance within the curriculum. In this context, the work carried 
out through TEWUS can only be a limited success. Second, a key area which hinders 
success in the delivery of the teaching methodologies, is the long standing Russian 
tradition that students receive a large number of contact hours and therefore have less 
private study or research to do outside of classes. Some critics argue that the students 
have no time for proper reflective study, arguing that quantity does not necessarily mean 
quality. This scenario is a legacy of the Soviet era when educational institutions had 
more control over their students. At UdSU, frequent classes cause teachers and students 
to become mentally and physically tired. Third, until the 1990's, the teaching staff at the 
Faculty of Languages for Specific Purposes at UdSU was used to a top-down centralised 
approach. Educationalists in Moscow dictated the number of hours to be taught per 
subject. These educationalists have now been replaced byhosf faculties at UdSU whose 
students avail of the ESP teaching of the FLSP. They dictate when and for how many 
hours their students are taught English, without a proper system of consultation between 
the two faculties involved. These faculties continue to resist the notion of integrating 
with students from different faculties in order to stream the students according to similar 
ability. Even within the EFL groups from a particular faculty, there is no freedom for the 
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FLSP teachers to stream. Instead, the groupings are dictated to them by administrators 
who seem unaware of the nature of language leaming problems. An extension of this 
problem is the rigid tradition of having small classes meeting on a regular basis. While 
that can be a positive characteristic, it has become a burden to teachers who have to 
teach up to 1,500 hours per year. This can only mean that the teachers do not have 
enough time to prepare properly for all their classes. In some cases, classes could be 
combined in order to free up teacher time for other professional duties. At present, these 
duties are carried out in addition to the usual teaching load. This does not take into 
account the additional work which most teachers do for cash. Fourth, UdSU claims that 
it has always tried to promote the dissemination of good practice through a programme 
of seminars and workshops (a) within the University and (b) among other tertiary level 
institutions in the Udmurt Republic. To a limited extent, the FLSP has achieved its goal 
of internal dissemination. However, there are inconsistencies and this research has 
highlighted several cases where inadequate or no dissemination has taken place. In terms 
of the second and larger goal, dissemination has extended to other universities in 
Udmurtia including the Udmurt State Agricultural University, Izhevsk, the Udmurt State 
Technical University, Izhevsk, the Udmurt State Medical University, Izhevsk and the 
Udmurt State Pedagogic Institute, Glazov, as well as to some of the local schools, as 
originally envisaged by TEMPUS. Success in dissemination has been limited up until 
recently. Inadequate finances and a lack of experience in organising conferences and 
other means of dissemination have held this process up. However, recent evidence 
indicates that progress continues to be made in this area. For example, UdSU held a 
conference in March 2000, entitled Teaching Foreign Languages for Specific Purposes at 
Non-Linguistic Faculties of Higher and Vocational Institutions' at which representatives 
from other tertiary institutions were in attendance. 
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Many of the organisational problems faced by the FLSP, are not unique to UdSU. In fact, 
they are widespread throughout Russia. For example, the 1986-87 11igher Education 
Reform (Keff, In Dunstan (editor), 1992, p. 146. ) sought to tackle some of the key 
problems facing the then Soviet education system. It proposed a tightening of admission 
criteria and more leeway for administrators to dismiss students unable to make 
satisfactory progress. It also advocated a shift away from a narrow specific training to a 
broader one, with more emphasis on learning foreign languages with more independent 
study and fewer weekly classes. 
8.2 An Evaluation of the Success of the Role of TEMPUS in the FLSP 
Bearing in mind the points made in 8.1 above, it is evident that after four years 
involvement with TEMPUS, the FLSP and its teaching staff havý made substantial 
progress in methodological thinking. The Faculty started from a position where it had 
exposure to no Western methodologies, possessed no Western textbooks and had no 
official documentation on syllabus design. Since then, substantial progress in the 
development of its teaching methodologies has been achieved and TEMPUS has been 
instrumental in this process. The Tacis Monitoring Programme in Moscow 
acknowledged this progress in a report on the FLSP's TENVUS project in June 1998 
(Kovalchuk and Nielsen, 3 June 1998, p. 4). It found that the implementation of the goals 
of the project and the achievement of the envisaged outputs were of an acceptable 
standard. The most notable achievement was the fact that UdSU had been awarded the 
Teltsin Initiative' for the new syllabus for Business English, with the highest possible 
rating. This achievement is tangible because only four of the 90 competing institutions 
throughout Russia were awarded this category. 
However, the influence of TENTUS has been different to that which was originally 
envisaged. In hindsight, the goals of the project were too idealistic, when one considers 
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the true realities of life in Udmurtia. For example, the geographical location has had a 
major effect on the outputs of the project. In addition, it must be realised that it is not 
possible to impose Western methodologies on the FLSP teachers. There are three reasons 
for this assumption. First, the Western approach to teaching languages has been built up 
over fifty years since the Second World War. The same pattern is also true in Russia. 
UdSU's past methodologies cannot simply be removed and forgotten but rather they can 
be changed and adapted over time. The methodologies will evolve naturally as they come 
into contact with Western methodologies but take on its own unique character. Second, 
the traditional background of UdSU's students is one where they are concerned with 
grammatical and lexical detail and not with expressing their own ideas or interacting 
naturally with other speakers. Such preconceptions will have to be broken down if the 
UdSU teachers wish to change their learners' perceptions of what to expect in the ESP 
classroom in order to bring about this change. Third, the entire University structure is set 
against what TENVUS has tried to achieve with the FLSP. The FLSP has to service all 
other 'host' faculties individually and ultimately carries no real power to impose new 
policies or change structures which affect it. If the TENIPUS project had been with any 
other faculty, greater control of syllabus implementation, teaching staff and the number 
of contact hours per subject area could have been achieved because all the other faculties 
have a greater degree of autonomy. 
Evidently, the FLSP has experienced increased isolation post-TEMPUS. However a new 
project for accountancy with The Manchester Metropolitan University (TENVUS II, 
1999-2000) has avoided a severing of links for UdSU, but not for the FLSP. Given this 
fact, there are doubts about the sustainability of the progress made by the FLSP. Finance 
is the main factor which inhibits further advancement in the future. The teachers are still 
poorly paid and limited resources mean that not all teachers can avail of the TEMPUS- 
funded textbooks. Furthermore, there is evidence that FLSP continues to fail to 
382 
Chapter Eight 
impleMent the new syllabus with tiered entry. In this sense, it is possible to argue that the 
FLSP is actually regressing in the absence of TENTUS. 
8.3 Conclusion and Theoretical Implications for Future Related Research 
This research has sought to answer the question whether there is quality in the EFL 
teaching methodologies at UdSU from longitudinal and cross-sectional perspectives. As 
a consequence, the following conclusions can be drawn. First, it can be said that progres; 
has been made at UdSU in the face of many past problems and numerous current ones. 
UdSUs achievements in ESP methodologies are substantial in the nature of both their 
quantity and quality. This research has revealed that there is a long tradition of ESP 
methodology at UdSU, stretching back over a period of more than twenty years. Within 
the methodology, there are specific types of ESP learningý These include role-play work, 
reading comprehension based on precise knowledge of lexis and grammar, translation 
work from the TL into the Ll and from the Ll into the TL. Most aspects of the 
methodologies are clearly rooted in traditional Russian educational practices. The level 
of the material is comparable to much of the EFL material produced elsewhere in Russia. 
However, much of the material from both corpuses can be viewed as being low in 
cognitive and affective value by Western educationalists. 
Second, evidence of an UdSU adaptation of methodologies can be found in two key 
areas. The UdSU-produced variants of (1) the Milashevich Method and (2) the Intensive 
Method provide both quantitative and qualitative evidence of on-going theoretical 
development in the field of linguistics. Both methods reached UdSU from other 
educational institutions located elsewhere in Russia. Two UdSU teachers have taken 
both methods and developed them for their own educational requirements to differing 
degrees of success. Clearly, the Milashevich Method has been developed much further 
and refined more thoroughly than the Intensive Method. There is a cogent development 
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from Milashevich's original ideas. Through an evolving process, the elements - of the 
original have been resequenced: some have been extended: others have been dropped and 
replaced. All of these fdcts confirm that a healthy level of methodological debate has 
been on-going about the related methods. However, the key problem concerning both the 
Milashevich Method and the Intensive Method lies in the fact that only the same two 
teachers in the Law section were involved in both projects. No other teacher has been 
involved in the practical production of the methodology for the FLSP's ESP purposes. 
There is a cause for concern that so few teachers have been actively involved in research. 
Third, there is no evidence that the UdSU variants, analysed in this research, have been 
promoted within Russia or abroad. However, based on the evidence found in Ziozenkova 
and Milashevich, St. Petersburg (1992), which contains flaws in the presentation of the 
German language's use of the perfect and imperfect tenses, it is clear that Korneva and 
Reshetnikova (1994 and 1996) have reached a more advanced stage in their work- than 
the authors of the latter. There is potential to develop the method further for use in 
translation work from the TL into the Ll. However, the absence of certain verb forms 
and other related issues, as discussed in Chapter Three, need to be resolved before the 
method variant can be given greater publicity within Russia. 
Reference must be made here to Kerr (1992, p. 150) who writes that the Russian Federal 
government estimated in 1992 that only 5% of the vuzy were of world quality. A further 
20% were in a position to contribute actively to the country's further economic 
development. Given the evidence gathered in this research, UdSU does not contribute at 
present at a national level to the debate on ESP. However, Korneva and Reshetnikova! s 
work on the Milashevich Method is on the verge of making a contribution to the national 
debate on EFL. With more refinement, their work could become part of the 20% 
mentioned above. The same does not apply to their work on the Intensive Method which 
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falls short of the methodological rigor created by Kitagorodskaya. The remainder of the 
I 
UdSU corpus material, which was analysed in Chapter Five, offers no innovative 
contribution to the evolution of EFL teaching methodologies. 
Fourth, UdSUs approach to assessment shows little progress in terms of methodological 
development. The format and criteria used in the Entrance Examination are essentially 
the same as those used at the oral exit test. The progress tests are primarily based on 
structural linguistics and most questions focus on grammar and lexis. Authentic 
communication (as perceived in the West) is not seen as important. As ESP courses are 
meant to offer greater specific focus in terms of the range of activities and situations 
covered, the exit test should surely reflect this. However, there is little evidence of such 
specificity in the FLSPs assessment methods. This is mainly due to the issue of 
authenticity of task setting. The tasks are chosen for their ease of administration and 
marking and because a traditional approach to assessment has been established. 
Consequently, the same set format is used throughout all the 'hosf faculties for oral 
examinations and at all ability levels. There is no established approach for making 
distinctions between the different levels of learner ability which reduces student self- 
motivation. 
Fifth, the cross-sectional analysis in Chapter Seven reveals that there is an eclectic range 
of teaching styles among the FLSP teachers. Generally, the strategies employed by the 
ESP teachers in the UdSU classroom meet the expectations of their learners. While many 
of the techniques can be viewed as old-fashioned_ and of limited value, the reality of life 
experienced by the UdSU learners must be taken into account. Most were used to an 
antiquated style of TL teaching at secondary level. The classroom product delivered by 
the FLSP teachers at UdSU either matches that with which they are familiar or surpasses 
it. However, what the teaching has not achieved, is a change in the negative self- 
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perception of many UdSU students about their ability in the TL. In this sense, it has 
failed primarily because of the limited range of approaches used to teach a broad range 
of learners, each with his own individual learning style. * 
Since the break-up of Communism, the FLSP has found itself in a protracted transitional 
phase. While this period has been unstable, it has presented the FLSP with an opportunity 
which few tertiary establishments in the Nvorld ever have. It has the chance to carry out a 
major self-evaluation of what its own methodological practices. This research has shown 
that it is not just impossible but, more importantly, inappropriate for UdSU to simply 
adopt Western teaching methodologies completely. There are several reasons for this 
view. First, both the Russian and Western educational systems are fundamentally 
different. Second, Russian and Western methodologies are constantly evolving and have 
grown organically in isolation of each other over the last century. The wholesale 
adoption of Western teaching methodologies would be expensive, impractical and 
unrealistic. Third, UdSU could not afford to purchase sufficient quantities of Western- 
produced materials for their students. Clearly then, what is appropriate for the West does 
not necessarily have to be appropriate for UdSU. Interestingly, Burnaby and Sun (1989, 
pp. 219-238) have shown that Chinese teachers at tertiary level institutions have long 
held this viewpoint. The latter teach EFL to those students who need the language for 
professional purposes but teach ESL to those students who intend to visit or live in the 
TL country. In the case of EFL, Chinese educationalists believe that it is more logical to 
teach such learners the analytical skills and knowledge of English grammar and 
concentrate less on cross-cultural issues. It is methodologically possible to argue that 
UdSU might find the Chinese approach more appropriate for their environment. 
However, unlike the Chinese, UdSU has been methodologically influenced by the West 
through TEWUS which has exposed the FLSP staff to Western teaching methodologies 
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and practices. Clearly, many UdSU teachers should have leamt enough by now to know 
how to set about improving their own teaching methodologies. They should be able to 
draw on the best of Russian and Western FLT methodologies. The development of 
syllabuses needs to be addressed simultaneously with the issue of assessment. If UdSU 
wishes to shift to a more Western style of teaching, it must start with a more structural 
syllabus which takes into account the skills already acquired by its students on their 
arrival at UdSU in order not to alienate them totally. Over the three years of the basic 
degree, the emphasis should shift from structure to a syllabus which shows both lexical 
and functional relevance in a modem world. The emphasis does not necessarily have to 
be on TL culture as it is more likely that the UdSU students will require a knowledge of 
English for an international environment where it serves as the lingua franca for all. 
Similarly, assessment must reflect the new changes in the teaching methodologies. 
Furthermore, in terms of the organisation and the standardisation of the application of 
assessment, the FLSP must improve the standard of the preformance of its staff. 
While recent developments have provided UdSU with a window of opportunity, Western 
researchers have also gained an opportunity to contribute to the debate about EFL in an 
environment which was hitherto closed to them. The opportunity has presented us with 
the chance to review our perceptions of FL learning and teaching and obliged us to 
review the theoretical impact which this new experience has had on Western 
methodological thinking. It is clearly not appropriate to assume that Russia should 
simply adopt all Western approached to methodology. With the increasing importance of 
the Intercultural Method, a middle path between what they have at present and what we 
can offer them appears to be the best way forward. 
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Tacis Programme 
The European Training Foundation is an agency established by the European Union to 
support and co-ordinate activities between EU and partner countries in Central and 
Eastern Europe. The European Training Foundation, through its self-funded Tacis 
Programme has been contributing to the process of transition to market economies and 
democratic societies in the states of Central and Eastern Europe formerly controlled by 
the USSR and more recently in the former Republics of the USSR (Armenia, Azerbaijan, 
Belarus, Georgia, Kazakhstan, Kyrgyzstan, Moldova, Mongolia, Russian Federation, 
Tajikistan, Turkmenistan, Ukraine and Uzbekistan). The remit of Tacis is extremely 
wide and ranges from reforming public administration to nuclear safety and environment, 
to transport and communication to restructuring social services and education. TENTUS 
I ran between 1990 and 1994. It was followed by TEMPUS H for the period 1994 to 
1998. Between 1991 and 1994 (Tacis, European Commission, 1995, p. 4), Tacis 
provided ECU 1,757 million in more than 2,000 projects. 
TEMPUS 
TEMPUS (Trans-European Co-operation Scheme for Higher Education) was adopted by 
the Council of Ministers of the then European Community on 7th May 1990 and was 
originally conceived as a four year project which was then extended on 29th April 1993 
for a further four year period (TEMPUS II). The two key objectives of TEMPUS are 
(Tacis, European Community, Luxembourg, 1995, p. 2): 
(1) To promote the quality, and support the development and renewal of Higher 
Education systems in the Newly Independent countries (NIS). 
(2) To encourage the co-operation between NIS countries and the European Community 
(now European Union). 
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TEMPUS has a two phase cycle. First, each project starts with a one-year Pre-Joint 
European Project (called Pre-JEP). Special consideration is given to a balanced 
geographic distribution across each partner country. During this ýeriod a team is built on 
which a full JEP project could be based. If the Pre-JEP is successfully completed, 
funding can be granted for a further three year JEP project but this funding is by no 
means automatic. In terms of finance the sum for each project amounts to c. f. 500,000. In 
the academic year 1995/96, there were 36 Pre-JEP projects and 35 T-JEP projects. 
TEMPUS in the Russian Federation ' 
The Russian Federation was one of the first three countries to join the TENTUS 
programme in 1993. Between 1993 and 1998 a total of 264 projects have been financed 
through the programme, 71 of these being three year joint European projects. Support to 
the Russian Federation focuses on the social sciences, humanities as well as on university 
management. 
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Appendix 2 Additional Background to Udmurt State University 
The following additional infonnation is included for further clarification of issues related 
to the UdSU enviromnent. The informationis of secondary relevance to the background 
of this research and therefore deserves inclusion in the this appendix. 
The Ethnic Udmurt Population and their Language 
The Udmurts constitute 31% of the total population of Udmurtia, the Russians 5 8% and 
the Tatars 7%. Representatives of another one hundred nationalities live in the Republic 
also. The Republic was set up by Stalin but was left with an in-built Russian majority to 
control the region politically. An example of the political manipulation which went on is 
confirmed by the fact that the former capital, Glazov has a majority Udmurt population 
and it was Stalin who shifted the capital to the majority Russian city of Izhevsk to ensure 
that political control remained with Russian majority. 
The minority Udmurt population's language is a member of the Finno-Ugric languages, a 
subfamily of the Uralic languages which are spoken by about 25 million people in parts 
of northern Scandinavia, Eastern Europe, and north-westem Asia. Udmurt (or Votyak) 
and Komi (or Zyrian) are spoken by small, widely scattered groups in a vast area 
extending over the north-eastem European part of Russia. The Cyrillic alphabet is used 
but the spoken and written forms of the language cannot be understood by Russians. 
Most Udmurt students studying at UdSU have mastered Russian as a second native 
language but a small minority fall into the category of students who learn Russian as 
their foreign language for specific purposes. 
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Economy 
Russia's economy was affected severely both before and following the dissolution of the 
USSR. From the position of an over-staffed economy which delivered an extremely poor 
output, annual economic decline reached at its worst 20% in 1992. Analysts estimated 
that the total decline in gross domestic product was 40-50% for the period 1990-1994. 
This constitutes a much greater drop than that which occurred in the United States in the 
a 
1930's during the Great Depression. 
The structure of Russian industry was greatly affected by theoretical assumptions of 
Soviet planners on the role of industry in economic growth. In accordance with Soviet 
theory, heavy industry was promoted above all other sectors, with the greatest emphasis 
on machine-building and metalwork industries because they were meant to provide the 
means for more production. Industrial output for national defence also received high 
priority in Soviet plans. Soviet industries were always very technologically advanced in 
the production of certain items, such as aerospace technology, but the overall level of 
technology remains far below the levels of other highly industrialised countries. The 
more successful machine-building industries are usually located in the largest cities 
because they are labour intensive. Fitting into this pattern of industry, Izhevsk has long 
been an important steel mill centre. Other important businesses include forest products, 
oil, machinery and armaments, most notably Kalashnikov rifles and ballistic missiles. 
With the on-going economic collapse in Russia, the Soviet order of wages for various 
professions has disintegrated. In lzhevsk, state employees, such as doctors, nurses, 
dentists, police, civil servant, secondary and tertiary level teachers, have seen the 
financial value of their work crash. Their counterparts in the ever-growing private sector 
earn far more. If one of the above professionals can find a similar job in the private 
sector the swap-over will occur. Others choose to supplement their wage through extra 
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private employment for cash in hand. Yet it is demoralising for all of them to receive no 
salary some months, or perhaps a mere 20% of what they are entitled to, simply because 
the federal government has no finances to pay them (which led to a hational strike in 
1997). For most professionals, more money could be earned by abandoning their jobs and 
choosing to do other more practical work which offers direct payment for the hours 
worked (e. g. taxi driving, selling provisions at the market), yet most persevere, juggling 
their full-time work with their part-time job which can constitute up to a further twenty 
hours of weekly employment. 
More recently, hardships have grown more acute due to the frequent and sharp 
devaluations in the Rouble, from the official rate of 0.4 rouble per El in 1988 to more 
than 10,000 roubles per El in 1997 (prior to revaluation in January 1998). Following"the 
launch of the new Rouble, there was a further collapse of the currency which led to 
another devaluation and increased instability in August 1998. This particular crisis hit 
hard because it happened to the new currency which was heralded as the start of a new 
era of financial stability upon its introduction. This financial instability has many 
consequences for UdSU and its employees. There is no point in keeping money in banks 
because of high inflation, nor is there any security in keeping savings in the form of 
Rouble notes. Instead, the US Dollar in paper form is the general currency of stability. 
Both UdSU and its employees have learrit through harsh lessons that the stashing of such 
notes is the only way to plan future finances, particularly since an influx of Western 
consumer goods at Western prices has reached the limited number of shops in Izhevsk. In 
the case of UdSU itself, TENTUS-bought goods are either purchased in the West and 
then transported to Izhevsk (which often encounters major bureaucratic difficulties 
involving huge amounts of paperwork as the sums reach tens of thousands of pounds at a 
time) or a visiting Western academic carries up to US $20,000 on his person which is 
then handed over to the university for purchasing equipment previously agreed upon. 
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National Government 
Since independence the lack of clear lines of authority in the Russian Federation has 
aggravated a power struggle between reformers and conservatives throughout the whole 
Republic. Under the new 1993 Constitution, the Russian Executive is headed by 
President Putin who has sweeping powers. Russia's national legislature, the Federal 
Assembly, is composed of a two-chamber body, the State Duma and the Council of the 
Federation. The Council of the Federation is composed of two representatives from each 
of the 89 republics and regions which make up the Russian Federation. The Udmurt 
Republic has two representatives in the Council of the Federation, which represents only 
a small voice at the national level politics but the national government's actions can have 
a dramatic effect on Udmurtia. 
I 
Regional Government 
in terms of local government, Russia is composed of 32 ethnic divisions: 21 republics, I 
autonomous oblast, 10 autonomous okrugs, 55 administrative divisions, 49 oblasts and 6 
krais (provinces). Separate administrative districts exist for Moscow and St. Petersburg. 
In late 1990 the term 'autonomous' was dropped from the names of the republics as it was 
feared that it might encourage individual republics to move for independence. 
Predictably, following the dissolution of the USSR, several ethnic republics did seek 
more autonomy within the federation, among them the Udmurt Republic. By granting 
them some devolved powers in the 1993 Constitution, including the right to adopt their 
own constitutions, anthems and flags, the federal government hoped to keep them in 
check which has proved successful. 
The Udrnurt Republic has had Alexander Volkov as its President since 1994. He has 
fairly extensive powers which include the authority to return legislation for amendments 
to the Udmurt State Parliament. As with most aspects of Russian reality, the boundaries 
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of his authority are vague and can be changed according to how politically aggressive or 
defensive he chooses to be. The tendency is to seek expansion of his power. As recently 
as 6th March 1997 President Yeltsin sounded a warning to Udmurtia in particular for 
refusing to pay taxes to the Federal Government and failing to adhere to federal laws 
(International Herald Tribung-, 26th March 1997, page 5). The key factor in the 1997 
crisis concerned the Federal Government's inability to pay the workers their wages 
throughout the Russian Federation. At that time, the Udmurt State Government withheld 
its federal contribution in a bid to deal with its own problems at a more local level. This 
has happened several times in the intervening period. 
Russian Education System 
In 199 1, Russia inherited an extensive system of education -from the Soviet Union. Soviet 
authorities had established a network of institutions at pre-school, primary, secondary, 
and tertiary levels. In 1991 Russia had 519 establishments of higher education with 
2,763,000 students. Universities comprise only a small proportion of the higher 
educational establishments; the vast majority of these establishments are institutes which 
specialise in vocational training. The country's most prominent universities include 
Moscow M. V. Lomonosov State University (1755), St. Petersburg State University 
(1819), Kazan' State University (1804), and Novosibirsk State University (1959). 
Noticeably, UdSU is not seen as one of the top universities. 
The relationship between central and regional government still affects the field of 
education. The Communist centralised control extended to all areas of life over the last 
seventy years. During the Soviet period, the Ministry of FIigher and Secondary 
Specialised Education controlled virtually all aspects of university life. This included 
admission criteria, preparation and approval of curricula, staff recruitment, specialities 
taught at institutions, methodological directives, organisation of instruction for 
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Candidate and Doctorate degrees, provided state sanctioned textbooks and building plans 
approval. It also dictated that students should have between 4,000-5,000 hours of 
instruction and cover 20-30 subjects during their degree. The first three years §hould be 
of a general study and the last two of a more subject specific nature. 
From the late 1980's onwards educational institutions were granted much greater 
freedom under Mikhail Gorbachev's policy of 'glasnost' (openness). The 1986-87 Higher 
Education Reform, for example, sought to tackle some of the key problems facing the 
then Soviet education system. It proposed a tightening of admission criteria and more 
leeway for administrators to dismiss students unable to make satisfactory progress. It also 
advocated a shift away from a narrow specific to a broader training with more emphasis 
on learning foreign languages With more independent study and fewer weekly classes 
(Keff, 1992, page 146). Later, ideological training disappeared and new teaching 
methodologies were developed and promoted in public schools. Private schools were 
established and religious and other previously banned themes of artistic expression were 
allowed to flourish. These changes in policy will continue to affect Russian education 
but more deeply rooted national characteristics will become apparent without the 
communist slant and that these will be distinct from Western European countries. 
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Appendix 4 Survey of UdSU's ESP Booký 
I 
The following notes are based exclusively on the material contained with in the UdSU 
in-house publications. There is no reference to how these exercises have been, are being 
or will be delivered by an UdSU teacher using the material. That does not fall within the 
remit of this section. 
4 
(1) 
Title: Home Reading Aid for 3-d Year Subjects (ParLID 
Author: Chaznova, LM and Shalamov, YV 
Date: 1980 
Level: Third Year 
Subj ect group: Language and Literature 
Topics dealt with: Jennie Gerhardt by Theodor Dreiser and Room at the Top by J. 
Braise 
Comments: The activities are standard throughout each chapter analysis and consist of 
the following: read chapter, memorise the vocabulary lists, reproduce the situation in 
which they were used, give the setting, describe key elements of the character, complete 
reading comprehension questions, summarise certain aspects of the work. Most of these 
tasks are low on the cognitive scale, at point (iii). However, there is personal engagement 
when the student is asked, for example, to offer his 'own opinion' on certain characters 
(p. 45). There is a sense of progression through the book, though this is slow. The end of 
the book suggests related topics for general discussion which require evaluation, 
explanation, reasoning and interpretation which match some of the elements in point 
(xii) on the cognitive scale. 
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(2) 
Title: Home Reading Aid - 0. Wilde. The Importance of Being Earnest 
Author: Deriosheva, FB 
Date: 1984 
Level: Second Year 
Subject group: Language and Literature 
Topics dealt with: Each Act of the PlayThe Importance of Being Earnest! 
Comments: The Introductory notes at the start are written in the TL with Ll equivalents 
for more unfamiliar words in brackets (e. g. guffawing, ranting, incarnates). The activities 
specified include listen and find in the text, recall and reproduce, transcribe, find the 
synonyms, create dialogues (i. e. read from text in pairs) and reading comprehension 
questions. The style is Very similar to other textbook formats with the same activities 
scheduled for each act. The activities themselves are designed to take as long as possible 
(other activities include recall and reproduce the situation and reproduce the contents of 
the play using the given words and expressions) and are based on lower cognitive skills, 
up to point (iii). 
There is some evidence of requiring the learner to analyse the character in Question 8 
(p32), where he has to 'give character sketches of Jack and Algernon!. However, due to a 
lack of direction in the question, there is no emphasis on the student to apply his 
knowledge about the characters. Therefore the wording of the activity restricts the 
question to point (iv) of the cognitive domain. 
There is evidence of taking activities from western sources without adapting them for 
appropriate use within UdSU. Activity III, page 12, advises students to use D. Jones' 
Dictionary and activity IV, page 12, directs the students towards Homby's Dictionary. 
However, neither of these dictionaries are in the FLSP library or the main UdSU library. 
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Another important aspect of the book can be discussed briefly within the affective 
domain. Clearly, the play is set within the TL culture but at an earlier period in social 
history. There is no evidence of support or guidance for the student for coping with what 
is quite a difficult text linguistically. This appears to be left up to the individual teacher. 
(3) 
Title: Home Reading Aid to'The Painted Veil'by S. Maugharn 
Author: Pushina, NI 
Date: 1983 
]Level: Third Year 
Subject group: Language and Literature 
Topics dealt with: Chapters of 'The Painted Veil' 
i 
Comments: The activities are based on each chapter and include the following: read the 
chapter, memorise the vocabulary, recall the situations in which the words were met, the 
must think up his own sentences using the same phrases. On the cognitive scale, these 
tasks only reach point (iii). The answers are self-contained in each unit and do not 
challenge the student in the cognitive or effective domains. In some cases, the structure 
of the answer is controlled. On page eight, certain phrases and words must be used in the 
answer to question three. However, what is given in note form is the answer, so the 
student does not need to look for the answer. 
At the end of the book, there is a change in the style of approach. First, in the activation 
of vocabulary (p. 21), there is a gap fill exercise on prepositions. The answers are to be 
found in the active vocabulary. To find these, the student must only turn back to the start 
of the book and look through each section for the correct preposition as the exercise 
follows the order of the vocabulary lists. Second, in the section entitled Contents and 
Discussion, the aim is to elicit an individual response from the student, with questions 
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such as: Do you consider the end of the novel to be optimisticT (p. 20). This is further up 
the cognitive scale than the rest of the activities which reach point (iii). 
(4) 
Title: Plani seminariski3i zanyati i teksti d1ya analize 12o stilistike angliskogQ Yazika 
Author: Ivanova, EA 
I 
Date: 1983 
Level: Fourth Year 
Subject group: Language and Literature (Seminar Material) 
Topics dealt with: The subject of Stylistics, Stylistics and Lexicology, Functional 
Stylistics, Stylistics and Phonology, Stylistics and Morphology, Stylistics and Syntax, 
The Theory of Tropes, The Connotative Power of Graphical Means -and Independent 
Analysis. 
Comments: There is a clear structure to the layout of this specialist's seminar book 
which has the following pattern: introduction to the topics to be covered, a short list of 
recommended critical reading provided and the material extracts to be analysed. All the 
critical literature mentioned are of Russian sources with no reference to Western 
approaches, although almost half of the sources mentioned refer to reading Soviet 
material which exists in the TL. 
There is a clear sense of progression through the seminar materials, with evidence that 
each new chapter builds on from the work completed in the previous seminar. However, 
there are no listed questions for each textual excerpt which weakens the cognitive, 
purpose of the book. 
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(5) 
Title: Scholars About Stylistics 
Author: Ivanova, EA 
Date: 1990 
Level: First Year 
Subject group: Language and Literature 
Topics dealt with: Problems of style, Connotation, Simile and Metaphor, How 
connotation changes, Linguistics and Poetics. 
Comments: These texts are extremely technical and far removed from the world and 
even ability of a first year student. They have been copied from presumably Western 
sources but with several spelling errors. The exercises do not appear too challenging on 
the cognitive scale (again poi , nt (iii)), one requiring the student to take out the Russian 
word from an English text and replace it with its English equivalent (p. . 
10). There is no 
obvious gradational development in the range of questions but rather the exercises 
constitute a form of translation which offers no variation in style of cognitive challenge. 
Page 29 is included in the book by mistake as it comes from a German textbook and 
merely lists vocabulary. The book emits a teacher-centred ethos where the teacher is in 
control of the content and the classes. The affective domain is a non-issue is this book. 
(6) 
Title: Scholars About the English Language (Part Two. Section 2) 
Author: Ivanova, EA and Kuznetsova, FM 
Date: 1991 
Level: Second Year 
Subject group: Language and Literature 
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Topics dealt with: Language, Philology, Nfiddle English History (1066), Vocabulary, 
Origins of Language 
Comments: These texts appear to be adopted from Western sources but the questions are 
not as technical as the text, but repetitive and simple (p. 10). There is evidence of the 
usage of less commonly used TL constructions (to admit of any scientific appraisal' p. 13 
and 'publicistic', p. 15). There are five texts but only two sets of questions. On pages 43 
and 46, the text refers the reader to accompanying tables but none have been included. 
This book shows very few signs of any thorough planning. The texts appear too detailed 
for second year EFL learners and the accompanying activities are low on the cognitive 
scale at point (iii). There is little direction given to the student who has very little 
opportunity to work freely with language. 
(7) 
Title: Video Nasties (Role Playý 
Author: Kuznetsova, FM 
Date: 1987 
Level: Senior Classes 
Subject group: Language and Literature 
Topics dealt with: A newspaper article on Videos and Sex and Videos and Violence, 
two long newspaper extracts on research into video violence, a class discussion on the 
issues covered and a role-play on the same issue. 
Comments: There is plenty of background material available on the topic of video 
nasties Which helps to build up a substantial quantity of vocabulary and, more 
importantly, the student's ideas on the topic. All of this is building up towards the 
discussion which requires the student to formulate his own ideas. Furthermore, each 
student is given a character to play in the role play. The latter provides a positive 
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challenge to the student in both the cognitive and affective domains. With the increased k 
level of freedom, there is a greater chance of increasing student motivation. 
(8) 
Title: Unemployment (Role Playý 
Author: Kuznetsova, FM 
i 
Date: 1993 
Level: Senior Classes 
Subject group: Language and Literature 
Topics dealt with: Automation and Redundancy, Unemployment, Norman Lamont as 
Chancellor of the Exchequer and an article of social comment. 
Comments: There is an inconsistent pattern in the way in which the reading matprials 
are utilised. There are only reading comprehension questions for the first text and none 
thereafter. The other texts are for translation and vocabulary building. The material is 
well chosen because it offers personal insights into Western perceptions of the issue of 
unemployment (however, the reference to Norman Lamont in 1993 is out-of date). In the 
role play the student chooses his own character which increases the level of personal 
engagement in the work and leads to an increased level of motivation and creativity 
which is reflected in the higher ranking on the cognitive and affective scales. 
(9) 
Title: Metodicheskaya rekomandatsii po modifikatsii ucheno-,. o protsessa na 1-11 k-ursach 
FRLG 
Author: Trofirnova, LS 
Date: 1982 
Level: First and Second Years 
Subject group: Language and Literature 
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Topics dealt with: Rhymes such as: Monday's child is fair of face,, Hickory Dickory 
Dock, The big bell sings, Pussy cat Pussy cat - where have you been, etc..: and poems by 
Thomas Moore, Robert Bums, William Shakespeare: and also a section on Kinetics (i. e. 
non-linguistic communication) 
Comments: There are no cognitive exercises in this book. The book serves only as an aid 
to the teacher in the classroom as'a source of texts. Clearly, the texts encourage the belief 
that gesture, mimery, gesticulations and outer-actions can be taught best consciously, 
through analysis of theory and then applying it consciously in action. The exercises, or 
more appropriately activities, fall into the psychometer domain (physical dexterity) as 
they focus on the developmental sequence of imitation, manipulation, precision, 
manipulation leading to naturalisation. 
(10) 
Title: Metodicheskiyc ukazaniya k laboratomim rabotarn Po praktike 12erevoda 
Author: Shutova, NM 
Date: 1988 
Level: Fourth Year 
Subject group: Language and Literature 
Topics dealt with: Soviet-American Space Agreement, Soyuz Apollo flight, Gorbachev 
and Reagan, Reag&s visit to Moscow, Kingsblood, The Lumbar Room, Sixpence in her 
Shore, Speeches made by Nikolai Petronitch, Poetry and J. Galsworthy's The Man of 
Property. 
Comments: The main aim of this book is translation from the TL into the LI, although 
circa ten percent of the activities involve translation from the Ll into the TL (though on a 
much simpler level). On the cognitive scale of the development of intellectual abilities 
and skills, translation is point (i) of a three point scale and therefore the lowest. 
404 
Appendix 4 
Title: Metodicheskava razrabota no analisk 
Author: Ivanova, EA and Kuznetsova, FM 
Date: 1988 
Level: Literature Specialists working in the area of Philology 
Subject group: Language and Literature 
Topics dealt with: English writers and critics about literature. Authors include H. G. 
Wells, Virginia Wolf, Dickens, Evelyn Waugh and Turgenev. 
Comments: The tasks include: read and translate text, give Russian equivalents, quote 
the sentences in which the words and word combinations given are used in the text, find 
in the text the English equivalents for words given, insert prepositions. or adverbs, insert 
articles, correct form of a verb, find in the text and translate sentences containing forms 
of the conditional tense and imperatives, make up ten questions based on the text, find 
sentences in the text which can serve as answers to the following questions, make up a 
plan of the text and outline the main problems of the text in Russian, choose a topics and 
prepare a short report and give a free translation of the passage which follows. The 
length of one Dickens text is three and a half pages, compared to nine and a half for the 
tasks related to the text (pp. 274 1). On that evidence alone, the balance of tasks in 
relation to length of text is disproportionate. Furthermore, the exercises are of low 
cognitive value at point (iii). 
(12) 
_ 
Title: English Scholars About Literature (Section 11) 
Author: Ivanova, EA 
Date: 1989 
Level: Literature Specialists 
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Subject group: Language and Literature 
Topics dealt with: Walter Allen, Ralf Fox, Ian Littlewood, Percy Lubbock, Text for 
independeni studying C. Connolly, John Gross, Arnold Kettels and Ivor Evans. 
Comments: The tasks include: give Russian equivalents, find the English equivalents in 
text, insert prepositions, adverbs, articles and verbs in sentences, make up a plan of the 
text, write a summary, find sentences which serve as answers to the questions listed and 
a discussion of the text. All tasks but the last one are of a low cognitive value at point 
(iii). The latter requires higher cognitive as well as affective skills. 
(13) 
Title: Logical Grammar In Exercises 
Author: Korneva, 0N and Reshetnikova, TK 
Date: 1984 
Level: First Year and Upwards 
Subject group: Law 
Topics dealt with: This deals with aspects of grammar and focuses on verb forms and 
syntax using a mathematical approach. 
Comments: See section 3.5 on The Milashevich Method for detailed analysis. 
(14) 
Title: Metodicheska razrabota 
Author: Korneva, 0N and Reshetnikova, TK 
Date: 1996 
Level: First Year and Up%N-ards 
Subject group: Law 
Topics dealt with: This deals with the same aspects of grammar and focuses on verb 
forms and syntax using a mathematical approach, as in (13). It is an extension of the 
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theory and material offered in the previous version, offering more detail and a greater 
k 
degree of refinement of the theory itself 
Comments: See section 3.5 on The Milashevich Method for detailed analysis. 
(15) 
Title: Criminal Case (Part 3) 
A 
Author: Korneva, 0N and Reshetnikova, TK 
Date: 1989 
Level: Third Year 
Subject group: Law 
Topics dealt with: A short play which deals with a murder investigation. 
Comments: The play is short and is written- fbi study under the Intensive Method. For 
extended comments, see the section 3.4 on Kitaigorodskaya. and the Intensive Method. 
(16) 
Title: Methodichekaya razrabota 12o angliskomi yaziku d1ya studentov zaochnogo 
Welygmiya ioridicheskogo fakulteta 
Author: Komeva, 0 N, Reshetnikova, TK and Stelkova, LM 
Date: 1982 
Level: First Year 
Subject group: Law (by Correspondence) 
Topics dealt with: UK and US governments, UK monarchy, UK local government. 
Comments: The texts offer a mixture of British and American culture and contain only 
two errors in total (one a typing error and the other a spelling error). The texts are also 
shorter than the length of the exercises which accompany them. For example, passage A 
contains 26 lines of text but 76 lines of tasks accompanying it. There is no constant 
pattern in the choice of activities suggested. The tasks include: read aloud, analyse the 
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verb forms, write out the verb forms, write out the derivatives, change the active 
sentences into the passive, complete the end of the sentence and translate, disagree with 
the statements, find the international roots of words, find the Eýglish for the Russian 
words, write the sentences in the passive and translate, translate the paragraph, give the 
Russian equivalents for the English, transcribe the words and explain the rules of reading 
and write down a plan of the text. The activities are low on the cognitive and affective 
scales. 
There is an inconsistent use of providing the Russian translation in brackets vrithin the 
TL texts. This is due to the presence of a vocabulary list for texts one, two and three at 
the back of the book but the lack thereof for texts four and five, where the Russian is 
6ffered within the TL text. The former average eleven words in the vocabulary lists I 
whereas the latter average only one, yet the level of textual difficulty looks similar. 
Within the affective domain, there is a misrepresentation of the role of the monarchy in 
the United Kingdom with a strong overtone of Soviet propaganda (P. 12): 
The rising industrial bourgeoisie was quick to appreciate the uses to 
which the monarchy could be put. Among these uses the propaganda 
aspect is by far the most important. 
(17) 
Title: Legislative Power 
Author: Komeva, 0N and Reshetnikova, TK 
Date: 1982 
Level: Second Year 
Subject group: Law 
408 
Appendix 4 
Topics dealt with: Parliament, The House of Lords, How laws are passed, House of 
Commons and The US Congress. 
Comments: The exercises vary from text to text with some tasks occurring only once. 
The material requires no application of factual or linguistic knowledge but focuses on the 
skills of grammar and translation which are low on the cognitive scale. The factual 
material requires that the student fills in the blanks from the text. The tasks covered 
include: identify the sentences containing the gerund and participle I and translate, read 
words and transcribe, reading comprehension, sequencing, cloze exercise on 
prepositions, find the synonyms and antonyms, write out the key sentences, translate the 
sentences from LI into TL and write a plan of the text. 
In the book, there are nine errors in' total, three typing mistakes, five spelling errors and 
one wrong preposition chosen. The material is predominantly UK-focused with the last 
text being US-based. The texts are factual and historical. Text E refers back to the 1960 
census but the book was published in 1982. There is evidence of anti-Western 
propaganda and exaggeration of the facts (p. 12): 
In Alabama the voter must take an 'anti-Communist oath' and fill in a 
questionnaire to the satisfaction of the registers. As a result of this, 
millions of people are deprived the right to vote... 
... In the United States there are two major bourgeois political parties, 
the Democratic and the Republican. 
(18) 
Title: The En(glish Court System (Part 1) 
Author: Kuznetsova, FM 
Date: 1991 
Level: Fourth Year 
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Subject group: Law 
Topics dealt with: Solicitors, barristers, civil and criminal law, magistrates and judges, 
juries, punishments, being in court, law related newspaper articles, listening section, role 
play set in prison, capital punishment, legal terms, role of The House of Lords. 
Comments: There is a varied pattern of tasks in relation to the texts. Text one has no 
activities, text two has a reading comprehension exercise, text three directs the student to 
make a list of words and word combinations pertaining to the English court system, text 
four has a listening comprehension, text five has a role play, text six has a listening 
comprehension, text eight has a self text on legal terms from the Ll to the TL, text eight 
asks the student to retell the story in English and task nine invites the student to explain 
the English legal system using the diagram provided. In cognitive terms, there is little 
progress on the scale, with activities reaching point (iii). 
The texts and spellings are UK-based but in one text on British law, the American 
spelling 'behavior' is used. 
(19) 
Title: The English Court Trial (Role Play - Part 11) 
Author: Kuznetsova, FM and Ivanova, EA 
Date: 1991 
Level: Fourth Year 
Subject group: law 
Topics dealt with: It contains newspaper articles from the Morning Star which are 
critical of the police. The first article concerns corruption, the second deals with a 
policeman accused of shooting somebody and the third one describes a police shooting 
on a car with three innocent people on board which leads on to a role play which takes 
place in the courtroom. 
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ConimeniS: There are few connections between the first article and the remainder of the 
book. The articles do not have activities attached to them beyond saying 'why more juries 
are refusing to convict on police evidence' (task one) and saying 'what the furY's verdict 
in this case might be and why' (task two). The two activities are low on the cognitive 
scale at point (iii). Interestingly, advice is given to the student (p. 16) not to be too 
technical in the role play as this will inhibit spontaneity. He is advised to focus on the 
skills of how to defend, accuse, question and cross-question. Although the precise nature 
of how the role play should develop is not specified, there is clear evidence of a greater 
degree of challenge both cognitively and affectively. 
There are eight spelling errors in total: five of these are typing errors (e. g. 'it it' instead of 
'it is), ond spelling error (e. g. "juries' verdict" when "jury's verdict" was meant), one 
missing indefinite article and a preposition was added where none was needed. The 
student is addressed throughout as 'you' which attempts to inspire a sense of personal 
engagement. The materials are reproduced mainly from the Morning Star. Given the 
political stance of this newspaper, there is clearly a political anti-Western stance taken in 
the articles which does not give an objective viewpoint on life in the United Kingdom. 
(20) 
Title: Methodichekaya razrabota po an, -. Iiskomu yaziku dlya slushatelei zaochnogo 
podgotovitelnogo otdel_ 
Author: Komeva, 0N 
Date: 1984 
Level: Preparatory 
Subject group: History 
Topics dealt with: My friend, my flat, town and country, London, my study, my future 
profession, the education system in the USSR, holidays in the USSF, the Soviet 
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Communist Party, Constitution Day, Victory Day, the Konsomal, Lenin and his cause are 
immortal, Lenin in London, Road to the Stars Soyuz-Apollo, youth organisations in the 
United Kingdom, We need pea6e, the bulwark of peace, Socialist youth festivals, 
Olympic Games and sport in England. 
Comments: There are no questions in this book. The purpose is to provide lexical and 
grammatical analysis for themes through texts for reading and translation. 
AThis 
work 
forms the basis of retelling the contents of the texts in the student's own words. The tasks 
are of low cognitive and affective value. 
(21) 
Title: Some Glimpses on History of Great Britain (PartZ 
Author: Ermalyeva, M F, Konyachina, LM and"Shishkina, RL 
Date: 1987 
Level: First 
Subject group: 11istory 
Topics dealt with: A glimpse on the history of Great Britain, the Celts, Why Tyler leads 
the Peasants' Revolt, the development of feudalism in England. 
Comments: The tasks include: transcribe the following Nvords and be ready to explain 
the rules of reading, complete the pronunciation exercise, plurals, verb 'to be', tenses, 
find the Russian and English equivalents, cloze exercise on prepositions and find the 
passive verbs in the text. The above tasks are all low on the cognitive scale, at point (iii). 
There is more emphasis on pronunciation and accuracy than on interactive 
communication. The latter is of secondary importance. 
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(22) 
Title: Metodicheska razrabota l2o grammatike angliiskogo yazika d1ya studentov 
zaochnogo otdeleniya istoricheskogQ fakulleta 
Author: Ermalyeva, M F, Konyachina, LM and Shishkina, RL 
Date: 1988 
Level: Coffespondence 
i 
Subject group: I-Iistory 
Topics dealt with: Basic grammar covered includes demonstratives, possessive 
adjectives, few, little and some, whose, adjectival word combinations, plurals, 
prepositional verbs, verb tense formation, passive verbs and an irregular verb list. 
Comments: This is a reference book of grammar. Many of the grammar areas have 
d 
already been covered by the students in their schools. The key areas o grammar are 
covered in classes five, six and seven with consolidation taking place in classes eight, 
nine, ten and eleven. 
(23) 
Title: Some Glimpses on Ancient History 
Author: Ermalyeva, M F, Konyachina, LM and Shishkina, RL 
Date: 1992 
Level: Second Year 
Subject group: Fhstory 
Topics dealt with: Egypt, Rome, the seven wonders of the world. 
Comments: Tasks used include: reading comprehension questions, vocabulary extension 
exercises, cloze exercises, translation, and pronunciation exercises. There is much 
duplication of work devised. On page 21, the first task is to read and translate the text but 
then there are seven other tasks including writing out the principal, idea of each 
paragraph and writing a precis of the text. While some of the tasks listed have a veritable 
413 
Ap 
Appendix 4 
cognitive value, there is too Much repetition. A related problem can be seen in the next 
k- 
text on Alexander The Great which is three pages long but the exercises fill five pages. 
Therefore the relation of text to exercises is disproportionate. All these particular tasks 
are low on the cognitive and affective scales. 
(24) 
Title: USA in Brie 
Author: History Section, FLSP (No author specified) 
Date: 1994 
Level: First 
Subject group: History 
Topics dealt with: Early Ametican History, English Colonisation of North America, The 
Boston Tea Party, The American Revolution, America! s First President, Thomas 
Jefferson, Structure of Government and Election System, Legislative, Holidays, customs, 
traditions, New Year, Christmas, Higher Education. 
Comments: This is not written by a Russian and uses American spelling. There are some 
typing errors (Philidelfia, Philidelpie) with just a few real spelling problems. The texts 
are factual, providing lots of information. The questions are unimaginative and merely 
require the student to copy a section of the text. The question forms are virtually all 'wlf 
type questions (who, what, when, where). There is no balanced text length, ranging from 
3 sides and 8 questions to 10 sides and 27 questions. The questions are not clearly listed 
but presented in a paragraph which offers a lack of clarity on the page. There are many 
details but no supplementary tables or diagrams to help explain the legislative powers or 
supplementary images to bring American traditions to life. There is no skill development, 
nor sense of progression. The activities are very long; translations from Russian to 
English are typically two sides in length. The summary topics are not given any sense of 
direction in the task setting, while the writing topics are vague (e. g. Write a composition: 
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American. System of Higher Education). There is no encouragement to give personal 
reflection: the student is merely a vehicle for carrying information. On the cognitive 
table, the task setting limits the student's cognitive development to point (iii). 
(25) 
Title: British Agdculture Today 
Author: Konyachina, LM 
Date: 1985 
Level: Second Year 
Subject group: Economics 
Topics dealt with: Subjects of agriculture in England, Seed potato production in 
England, Farming in Britain Today, Farm Finance and Productivity, Resource Use in the 
Dairy Industry. 
Comments: The three key features of methodology, as stated in this book, are phonetics, 
lexics and grammar. However, the three texts which are two to three sides in length are 
erratic in covering these topics. On average, there are one to two spelling errors per page 
and also some poor forms of expression (e. g. young men and 'girls', repetition of 
'conference', 'durine one year, p. 3). 
Text A was not written using conventional every day English (e. g. Each day the students 
are to write down in the diaries what they do and see on the farm. p. 4). Task II is very 
vague in the nature of its academic purpose as it requires the student to find sentences 
with passives and translate them into Russian, but gives no information as to how many 
should be found. In fact, there are six but two of these use the same verb. In task III, a 
similar activity concerns modal verbs but this time there are only three examples to be 
found. This lack of clarity can only cause the learner confusion and can be put down to 
badly selected tasks. Other problems include task V having the wrong symbol and being 
A 
415 
Appendix 4 
incorrectly labelled Task III. Here the student has to fill in the missing preposition but 
the answers can be copied straight from the text. In addition, some of the sentences used 
here were already covered earlier in Ex. II (e. g. Question 3). In general, all questions are 
simple and of a general nature. On the cognitive scale, there is no advancement beyond 
point (iii) and the knowledge of specific facts. 
j 
Text B imitates the forniat of Text A. In Text C, however, there are some fundamental 
flaws. For example, the digits for numbers are written without the correct punctuation 
(e. g. 200000). In factual terms, the text refers to BritaiWs poor farmers (p. 15) and that 
two thirds of them earn less than flOOO per year (pp. 18-19). Furthermore, in the 
comprehension exercise to Text C, question one uses inappropriate English while 
question four has no link to what is in the text. There is not even a single mention of tfie 
EEC or the Commo n Agricultural Policy. In fact, the only dates mentioned refer to 1950 
and 1966. The mention of five or ten year plans is also inappropriate as it leads the 
learner to believe that the use of these terms is current in the TL. The above findings 
alter the function of the affective domain as much of this material is factually incorrect 
or out-of-date. 
(26) 
Title: Agliculture In the USSR 
Author: Konyachina, LM 
Date: 1985 
Level: First Year 
Subject group: Economics 
Topics dealt with: Changes on the farm, New machines some to the field, Agriculture in 
to USSR, Collective farm today, Cotton growing farm. All material is Ll culture- 
focused. 
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Comments: The tasks include: read and transcribe the rules of reading, give three forms 
k 
of the verb and translate, convert words to plural (e. g. man, farmer, law), give 
comparisons of words and translate them, translate sentences given and analyse the verb 
forms, complete cloze exercise on prepositions, read text and answer the following 
questions. All the tasks listed are low on the cognitive scale at point (iii). 
4 
(27) 
Title: Metodicheskaya raz-rabota po angliskomu yaziku dlya studentov zaochnogo 
ekonomicheskogo fakuteta (ChasLU 
Author: Strelkova, LM 
Date: 1988 
Level: First Year 
Subject group: Economics 
Topics dealt with: Economic science, wants, price and value, law of value, and salary 
and wages. The supplementary material includes division of labour, types of commodity, 
demand, law of supply and demand and profit. 
Comments: Tasks include: transcribe words, find the words in the text with international 
roots, find the English equivalents, give Russian equivalents, reading comprehension and 
write down a plan of the text. In all cases, where tasks are supplied with the text, there 
are more lines of tasks than text. The tasks are of low cognitive and affective value. 
(28) 
Title: 
oteleniya filologicheskogo fakulteta. (Chast 1) 
Author: Dubovcheva, N B, Mamushina, LK and Sobakina, EI 
Date: 1983 
Level: First Year 
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Subject group: Philology 
Topics dealt with: My family, a letter to a penpal about oneself, Shakespeare, James 
Fenimore Cooper and Robert Bums. 
Comments: The tasks include: read the following words, read the word combinations 
and give the Russian equivalent, give the English equivalent to the Russian supplied, 
copy out the sentences from the text containing the present indicative, reading 
comprehension and write a plan of the text. The tasks are low on the cognitive and 
affective scales. 
(29) 
Title: Metodicheskaya razrabota po angliskomu yaziku d1ya stUdentov zaochnogo 
oteleniya filologicheskogo fakulleta (Chast 3) 
Author: Dubovcheva, NB and Mamushina, LK and Sobakina, EI 
Date: 1987 
Level: Third Year 
Subject group: Philology 
Topics deaft with: Robert Bums, Charles Dickens, William Thackery, Byron and 
Russian poetry and Walter Scott. 
Comments: Tasks include: arrange the words according to the type of syllable, 
nominalise the verbs, write out and translate the sentences from the text which are in the 
passive voice, insert the necessary form of active and passive verbs, compose a question 
for each paragraph of the text, give Russian equivalents for the word combinations, 
translate the sentences using the active vocabulary and translate the paragraphs specified. 
The activities specified are low on the cognitive and affective scales. 
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(30) 
Title: Prakticheskaya fonetika angliiskogo yazika 
Author: ShutkiAa, LN and Trofimova, LC 
Date: 1993 
Level: Specialists 
Subject group: Phonetics 
It 
Topics dealt with: Phonetics, rhythm and repetition of sound. 
Ir 
Comments: The materials are exclusively instructive and have no formal exercises for 
the students to complete. The material shows how sentences can be built up from single 
units into several. 
(31) 
Title: Let Us Get Acquainted 
Author: Dubovcheva, N B, Korneva, 0 N, Mamushina, L K, Reshetnikova, TK and 
Strelkova, LM 
Date: 1987 
1, eveI: First Year 
Subject group: General 
Topics dealt with: Booking theatre tickets, Invitation to the ballet, Have you got a spare 
ticket?, Marilyn Monroe, Robert and Jane are going to the theatre, At the police station, 
We arrive at Victoria station, Some glimpses of London, Londoners' occupation, Famous 
places in London, London underground, A farewell and A cup of tea. 
Comments: There is substantially more text than language exercises in this book. After 
most texts, there are comprehension questions and a few language exercises. However, 
there is no sense of task gradation as the book progresses. On the cognitive scale, level 
(iii) is achieved but there is a dearth of development in the affective domain. 
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There is an attempt through the choice of topics to offer a sense of realism in terms of TL 
culture and to a certain extent this has been achieved as it offers a more realistic 
representation. However, the book is littered with linguistic errors (e. g. luckly, to-day pp. 
2o-21), discourse errors (e. g. I'll gladly accept your invitation to see the fabulous Bolshoi 
ballet which commands the love and admiration of audiences all over the world'p. 6) and 
factual errors (Here we see the unloading and loading of ships at London Bridge. 
Freighters bring oil, ore, timber and food to London and carry electrical equipment, steel, 
textiles, fish and other products to other countries, p. 40. These facts are long out-of-date 
by 199 1), up to ten errors on each page. 
(32) 
Title: Let Us Acquainted (NB: There is a word 'missing in the title of the book but 
otherwise this book is exactly the same as the 1987 edition. ) 
Author: Dubovcheva, N B, Komeva, 0 N, Mamushina, L K, Reshetnikova, TK and 
Strelkova, LM 
Date: 1991 
Level: First Year 
Subject group: General 
Topics dealt with: As Book 31 
Comments: As Book 31 
(33) 
Title: Abiturientu-96 
Author: Alekseeva, 0A and Ivanova, EA 
Date: 1996 
Level: New Entrants 
Subject group: Abiturientu 
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Topics . dealt with: Mastering English, Books in you life, Nature Protection is 
everybody's concern, Smoking is dangerous to Health, Welcome Guest, Travelling, 
Modem Technology, TEMPUS: How it works in Udmurt State University, Television in 
modem life, A visit to the doctor, The Transatlantic connection, The history of some 
cities and place names, School education, Handicapped people fit into our world, 
Holidays, Hard work isn't bad for you, The Samaritans: who are they?, Sports in your life, 
The use of leisure, Unemployment, Planning your daily round, Keeping your rain fit, Art 
and artists, Music in your life, Keeping fit, Alcohol problems are huge, Myth or mystery 
and Good service works wonders. 
Comments: Tasks include a reading section and a listening section. In the reading 
section, there are two texts, the first is to be read, translated and have questions answered 
on it -while the second is 
for reading and giving an opinion about the topic. The section 
on listening asks questions which require factual answers. For further details, see section 
6.1. 
(34) 
Title: Abiturientu-98 
Author: Ivanova, E A, lzmetinskaya, NN and Kuznetsova, FM 
Date: 1998 
Level: New Entrants 
Subject group: Abiturientu 
Topics dealt with: Mastering English, Modem technology, Nature Protection is 
everybody's concern, The Transatlantic connection, The history of some cities and place 
names, The use of leisure, Travelling, The Samaritans: who are they?, Planning your 
daily round, Unemployment, Keeping fit, Art and artists, Holidays, School education, 
television in modem life, Handicapped people fit into our world, Sports in. your life, 
Music in your life, Great Britain, This is America, Good service works wonders, 
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Smoking and alcohol drinking are dangerous to health, Myth and mystery., A thousand 
diseases, My psychic dog saved my life, The man who took notice of notices, Mrs. 
Packletide's tiger, the unicorfi in the garden. 
Comments: Tasks include a reading section and a listening section. In the reading 
section, there is a mixture of one or two texts, the first is to be read, translated and have 
questions answered on it while the second is for reading and giving an opinion about the 
topic. The section on listening asks questions which require factual answers. For further 
details, see section 6.1. 
(35) 
Title: English Education System 
Author: Kuznetsova, FM and Tronina, LA 
Date: 1987 
Level: Senior Classes 
Subject group: Pedagogics 
Topics dealt with: Definition and explanation of educational terms, Diagram of school 
education in Britain, Sixteen plus exam faces schools boycott, Single-sex schools Vs 
mixed schools, Harrow School: 400 years on, Park Bern School in Guildford, Teacher 
roles and Soviet schools. 
Comments: No tasks are specified as the primary purpose of the book is extended 
reading for vocabulary, grammar and translation practice. While the material is factually 
correct for 1987, there is no reference to the variations in the education system in 
Scotland and Northern Ireland. More priority is given to public schools than state 
schools, thus giving an over-emphasised status to the former. 
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(36) 
Title: Metodicheskiyý, - ukazaniya d1ya obucheniya i bil2olneniya samostoyatelinoi raboti 
Author: Nfilich, MP 
Date: 1990 
Level: Second Year 
Subject group: Mathematics 
Topics dealt with: IBM personal computer 8087, Real numbers, Special values, Data 
format conversion, Word processors, Parallel and serial communications, Serial 
interface, Off-line and on-line, Progressing graphics, User-defined characters, Choosing 
an interface and Genius mouse. 
Comments: The only single repeated type of task is reading comprehension which 
requires the student to find the sentence in the text and say it aloud or write it down. It is- 
factual and contains the greatest amount of technical TL in comparison to the rest of the 
UdSU corpus. The only specific grammar with which the book deals is 'if clauses. 
The evidence clearly point to a publication from elsewhere in Russia. All that has been 
done is a name change in the place of publication. This is a common practice as there are 
examples of Western textbooks which have been copied and reproduced with an Izhevsk 
publication reference. 
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Appendix 5' Methodological Theories of Learning Taxonomies 
An analysis of a learning taxonomy can be achieved by drawing on the work produced by 
Bloom (1956) who remains the foundation on which most modem taxonomies are built. 
The taxonomic survey in Chapter Five follows Bloom (1956) as its basis. The descriptors 
have been adapted to fit the language learning process more specifically, where 
appropriate. Other researchers who have influenced the remaining categories include 
Hartmann and Judd (1978), Carrell and Eisterhold (1983), Valdes (1986), Smith (1987), 
Wallace (1988), Widdowson (1990) and Alpekin (1993). 
The Cognitive Domain 
This deals with: 
(1) The Recall oý Recognition of Knowledge with a sliding scale which moves from 
elementary aspects through to more advanced, abstract concepts in a process of ever 
increasing internalisation. Given that the ultimate goal of a TL learner is to pass as a 
fluent LI user (both in terms of use of language and expression of ideas) it would be 
anticipated that a British language graduate would be able to reach the last stage in this 
process as specified below. 
(i) Knowledge of Specifics - This includes symbols with concrete referents or a low level 
of abstraction from which more complex or abstract forms of knowledge are built. 
(ii) Knowledge of Terminology - This implies knowledge of referents for specific 
symbols. 
(iii) Knowledge of Specific Facts - This incorporates dates, events, persons and places. 
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(iv) Knowledge of Ways and Means of Dealing with the Knowledge of Specific Facts - 
This includes key skills such as how to study, enquire, judge and criticise. This is half 
way to knowledge of universals. 
(v) Knowledge of Conventions - This concerns understanding the formal conventions 
imposed on communication within a specific field e. g. plays, science. £ 
(vi) Knowledge of Trends and Sequences - This includes knowing how a society or 
organisation has developed from its inception to a specified later stage, often up to the 
present. 
(vii) Knowledge of Classifications - The learner must be cognisant of classes, sets, 
-divisions and arrangements and categories within a fiel. d. 
(viii) Knowledge of Criteria - The facts, principles, opinions and conduct are tested. 
(ix) Knowledge of Methodology - The learner knows how to make an inquiry and has the 
techniques and procedure to achieve this goal. 
(x) Knowledge of the Universals - This is the highest level of abstractions within a field. 
(xi) Knowledge of Principles - The learner possesses sufficient knowledge about a 
culture and is now able to make generalisations. 
(xii) Knowledge of Theories and Structures - The learner has mastered sufficient 
knowledge of the whole system. 
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(2) The Development of Intellectual Abilities and Skills, such as thinking, creating and 
problem solving (Bloom, 1956, p. 2). These intellectual abilities and structures are 
organised modes of operation and generalised techniques for dealing with materials and 
problems (which could be part of the individual's general knowledge) and mental process 
of organising. Comprehension is the lowest level of understanding and can be broken 
into three sections It 
(i) Translation - How accurately and carefully has the material been conveyed and how 
faithful to the original is the new LI version (for example understand non-literal 
statements such as metaphors, symbolism, irony and exaggeration)? 
(ii) Interpretation - There is a further stage in the development of skills aý the learner 
must master explanation and summary of content, re-ordering and re-arranging of 
material and creating a new view on material. 
(iii) Extrapolation - The learner must be able to determine implications, consequences 
etc. of conditions as expressed in the original language when transferring details to the 
Ll or TL. 
(3) Application of the Intellectual Skills and Abilities gained in stage two. In 
particular, the leaner must master the ability to use abstract ideas in specific situations. 
(4) Analysis - This breaks down into three parts and helps to clarify hierarchy and show , 
relations between ideas. 
(i) Analysis of Elements - The learner must be able to identify unseated assumptions and 
ascertain what is fact as opposed to hypothesis. 
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(ii) Analysis of Relationslýps - The learner must be able to check links between the 
k 
points of view put forward. 
(iii) Analysis of Organisational Principles - The learner must identify explicit and 
implicit structures. 
(5) Synthesis - The learner must be able to bring the contents back together again but to 
constitute a pattern or structure not clearly there before. 
(i) Production of a Unique - The ability to convey ideas, feelings and experiences in 
communication to others effectively. 
(ii) Production of a Proposed Plan - The ability to develop one's own ideas independently 
or complete a proposed set of operations from a unit of instruction for a particular 
situation. 
(iii) Derivation of a Set of Abstract Relations - The ability to formulate appropriate 
hypotheses based upon analyses of factors given. 
(6) Evaluation - This incorporates a quantitative and qualitative standard of appraisal. 
(i) Judgement in Terms of Internal Evidence - The ability to assess accuracy of reporting 
and observe the ability to develop logical ideas. 
(ii) Judgements in Terms of External Evidence (Bloom, 1956, pp. 201-207) - The ability 
to compare major theories and facts about an extemal criteria of a particular culture and 
also to compare with the highest kno%Nm standard in the field. 
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On a more global level, all of the above criteria are essential for communication in one's 
own LI as well as in the TL. Carrell and Eisterhold (1983) summarise this well as 
follows: 
(1) Content Schemas - i. e. the persoes background knowledge of the content area of a 
piece of discourse. 
(2) Formal Schemata - i. e. the person's background knowledge of the organisational 
structure of a given piece of discourse 
When the learner is familiar with the above two elements in the TL, there is less pressure 
on the cognitive domain and more can be achieved schematically in the Ll. When the 
above are missing in the learner's TL, it is the learning institution's responsibility to 
introduce, nurture and develop these in its learner in order. to allow him. to advance 
further up this taxonomic scale of TL learning. Naturally, this gap in the learner's 
knowledge will slow down the pace of TL teaching but any short-term gains would be 
lost in the long-term, if the institution were to neglect these. 
The Affective Domain 
This describes changes in interest, attitudes and values and the development of 
appreciation and adequate adjustment. 
The issue of Target Language Culture versus LI Culture 
How TL learners come to gain their ability to communicate in a TL is disputed. Should 
the learner approach the TL through his own LI or should full immersion be the 
approach? The history of FL learning documents this whole process clearly, through the 
different linguistic movements and counter-movements which have been established 
over the last century. The issue is developed by Stewart (1982) who believes that it is 
essential for TL learners to experience TL culture at every stage of the language learning 
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process (Alptekin, April 1993, p. 139). Were this research based on another TL such as 
Russian (a language which is more or less self-contained within one countr/, s borders), 
the discussions on this matter would be more straightforward. However, English is in a 
unique position. First, it is the national language not just of one but of several countries 
scattered throughout the world- Second, it is the unifying common language in countries 
of great linguistic and ethnic diversities such asdIndia. Third, it is also an international 
language which can be used among non-native speakers of English, for example on 
holiday or at an academic conference. Fourth and more recently, it has become the 
dominant common language of the Worldwide Web with over 80% of all material in 
English. It has therefore become an international 'lingua-franca!. Smith (1987) supports 
this point of view when he writes that English already represents many cultures and it 
can be used by anyone as a means to express any cultural heritage and value syste.; n, ' 
such as pidgin English, Indian, American and Australian English. 
The above paragraph indicates both the strength and -weakness of English in terms of 
being a candidate for TL learning. Unlike any other widely taught language, there are so 
many variations of what is acceptable both culturally, linguistically and grammatically 
(the differences between American and British English are but tNvo examples) with the 
result that what is acceptable in one culture, is not acceptable in another. 
The issue is complicated yet further and the following issues are raised. Is it more 
acceptable to remain faithful to one standard form of English and teach the other forms 
as variants? Or is it acceptable to teach an eclectic (some say impure) from of English 
which no single culture speaks? Or is this variant of English the new international variant 
which is unique to the many millions of non-native English speakers? 
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There are differing viewpoints on whether FL materials which use TL culture elements to 
present systematic data interfere with the natural learning sequence, thus having a 
negative effect on the learning process (See Alptekin, April 1993, p. 136). While it is not 
within the remit of this section to challenge either side of the argument, the findings of 
this research can contribute to the general background knowledge for those working 
within the field. It is accepted that culture involves socially acquired knowledge and that 
such a system develops naturally in a person as a result of the society in which the former 
grows up because the latter influences it. Widdowson (1990) labels this socially acquired 
knowledge as 'systematic knowledge' which includes the knowledge of a language. 
Anything which the individual encounters is interpreted within this framework 
(Widdowson, 1990, p. 110). In learning a foreign language, the learner's naturally 
developed system of learning is chall6nged and subjected to. new or alien criteria 
(Alptekin, April 1993, p. 137). On a simple level, this might be how to do shopping in 
the United Kingdom because this process is completely different in Russia. The learner, 
while understanding the words individually, (even with the aid of a dictionary) will not 
be able to fully appreciate all the implications which this activity involves unless able to 
experience it at first hand. Wallace (1988) describes this issue as 'cultural competence'. 
(i. e. a package of beliefs, knowledge, feelings, attitudes and behaviour). Up until 1990, 
the same could also have been said of not just the UdSU students but their teachers who 
were living in 1zhevsk, a city which was closed to all foreigners, with no real chance for 
the inhabitants to travel to an English speaking country. 
The dilemma for the producer of the teaching materials is whether to make the materials 
TL or LI based. VVNch of the two approaches would yield the better results? On the one 
hand, if learning materials are focused on the TL culture there is a tendency to 
generalise, simplify or misinform when relating factual evidence. An example of this 
nature can be found in Hartmann and Judd (1978) who reveal how American men and 
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women are portrayed through one-sided role allocation, overt put-downs or simple 
omissions (Alptekin, April 1993, p. 141). This creates a sterile image of the TL culture 
and leads to stereotyping of different nationalities. Valdes (19k6) goes further by seei ng 
the native culture issue as a trap which leads to a dead end because it is virtually 
impossible to teach a language without the cultural content (Valdes, 1986, p. 12 1). It is a 
denial of an opportunity for a learner to experience how another culture views everyday 
issues. While this point of view would hold for virtually any language, the unique 
internationalisation of the English language for non-native speakers of the TL weakens 
this argument to a considerable degree though not completely. For instance, the Chinese 
teach EFL for two different groups, namely EFL for professional purposes and EFL for 
visiting the TL country. In Russia, the same system might be possible. 
The complete removal of the TL speaker's identity is for many an unrealistic, if not 
utopian goal. Alpekin talks of differences among nationalities in the NN-ay in which they 
develop their speaking and writing habits (Alptekin, April 1993, p. 138). This is confined 
to not just the LI but also to the TL. Hence the origin of the TL speaker or writer is also 
apparent through the discourse produced by that TL learning group or society. Thus the 
sequence offered in the above section on the cognitive domain (as perceived by the 
West) may not in fact be the sequential approach adopted by other non-Western styled 
cultures. Obvious examples include Russia and China. 
Textbooks 
Textbooks_have a critical role to play in the presentation of TL culture and language as 
they are often the only exposure which many TL learners ever have. This point is 
particularly relevant for learners at UdSU. Edge (1987) writes that the task-based and 
problem solving activities (so frequently used in the West) which characterise 
communicative approaches and materials are not value-free modes of behaviour. Rather 
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they involve Western modes of communication which may not be in harmony with the 
tradition of some other cultures (Alptekin, April 1993, ý. 139). The Chinese find that 
such Western methods do not really match up to what they require (see Burnaby and 
Sun). 
In the EFL field, one view is that it is essential for EFL writers to seek to find a middle or 
cross-cultural road between the materials which have been produced in the West and 
those which have been produced hitherto in the LI country in order to reduce the sense 
of alienation which the learner will encounter outside of his native country. This needs to 
be done to help the learner to use English in an international setting. 
A textbook still needs to be realistic and present the TL culture as it is lived and talked 
about by people who are credible and recognisable as real human beings. Below are 
criteria by which to assess whether a textbook is realistic or not: 
(1) Analysis at the micro-social level of the social identity of individuals, of their 
environment, of their personality (e. g. rural or city population, material environment 
through photos. Are the social acts mainly those of a tourist and/or of two people only 
conversing at one time? Are the characters emotionless, without individual problems or 
beliefs, whether political or religious and is there any display of specific values or 
interpretations of the culture? ) 
(2) Analysis at the macro-social level of socio-economic, geographic and historical 
representations (what social facts are given about the society and how have they been 
selected? Have any statistics been included? ) 
(3) Analysis of the viewpoint taken by the author, either explicitly or implicitly (The 
authorial view of the TL culture is present in two ways: (i) the characters serve as 
intermediaries presenting the culture, and (ii) if advice may be given about bow to deal 
with specific events. The following questions can also be asked: are any evaluative 
statements given? Is the overall picture harmonious? ) 
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(4) Analysis at the intercultural level of mutual representations and recognition by the TL 
k 
and FL cultures (Byram and Esarte-Sarries, 1990, p. 180). Are any comparisons made 
between the two cultures with issues of relationships of a socio-political nature between 
the two countries? 
Implied Syllabus 
i 
Once the character of the UdSU textbooks is established using the above approaches, it 
will be possible to define the nature of the UdSU syllabus. Clearly, the syllabus did not 
exist as an individual document before 1998, but the pre-1998 unwritten syllabus can be 
examined by identifying the value judgements and the belief systems which brought 
about the textbooks themselves. 
There are different syllabus types which can help define the nature of the implied UdSU 
syllabus. These are: 
(1) Grammar-Based Syllabus with structural items to be acquired organised in a pre- 
selected order. 
(2) Functional-Notional Syllabus in which the functions are the communicative purposes 
and the notions are the conceptual meanings. 
(3) Analytical Syllabus in which language is not linguistically graded but content-based. 
(4) Process-Oriented Syllabus which does not focus on the outcome-oriented thinking but 
on the process through which knowledge is gained. 
(5) Task-Based Syllabus which seeks to teach language through real world tasks which 
are imitated in the pedagogical environment. 
(6) Content-Based Syllabus which emphasises skills and knowledge and the relevance of 
the material to the learner. 
(7) Structural Syllabus which promotes activities to internalise the formal properties of 
language. 
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The syllabus should also indicate and objectives which the learner is meant to aim. to 
achieve. These can fall into the criteria of (i) performance, (ii) under certain conditions 
(iii) to a certain level. 
Criteria for correct hyphenation when dealing with word splitting 
The rules for hyphenation when dealing with word splitting at the end of a line are 
sketchy in many grammar books. The Oxford Guide to English Grammar makes only 
scant reference to the topic, stating that rules exist but does not actually provide any 
(Eastwood, John, 1996, p. 56). The points listed below are an amalgamation of the 
advice given in several books. The latter advise that where possible the practice of 
hyphenation should first and foremost be avoided but when necessary the following 
must b6 adhered to: 
(1) The word must divide at the end of a syllable. where one or more syllables is a prefix 
or suffix, then the break is clear, e. g. free-/dom, dis-/respectful (or disrespect-/ful). Burt 
(1991) states that the last syllable of a word should not be separated onto the next line 
although others such as Aitcheson (1996) do not state anything about this issue at all. 
(2) Words of one syllable should not be divided. 
(3) Where the split is less clear, then it should be determined according to pronunciation 
and meaning, e. g. com-/plicate, illus-/trate. The latter examples follow the established 
convention that the break for hyphenation should be made after the first vowel but before 
the next consonant, except where the result is awkward, ambiguous or absurd, e. g. minis 
/ter and not mini-/ster. 
(4) The splitting of proper nouns, such as personal names and place names should be 
avoided. Aitcheson (1996) states that some publishers do not like this because it can lead 
to confusion and secondly because it shows a lack of respect. 
(5) There should be no break mid-syllable as this can lead to confusion, e. g. disco- 
/ntinued. 
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(6) There is a convention that when a verb doubles its final consonant to form the present 
participle, the hyphen is placed between the double consonant, e. g. run-/ning, travel- 
/ling. However when the'root word already has a double consonant, then the double 
consonant stays intact, e. g. add-Ang, bless-fing. 
Method 
If 
To achieve randomness, systematic or quasi-randon sampling as described by Butler 
(1985) was employed to ensure that the findings of the research would reflect the state of 
each book analysed as a whole. 930 lines of text, totalling 5,600 words were taken from 
three individual UdSU in-house publications and analysed for the frequency and type of 
hyphenation which occurred at the end of a line of text. The initial findings were then 
scaled down to give a frequency of the hyphenation per number of lines and also per 
number of words. These results were then compared directly to the patterns evident in 
other books published in Novisibirsk, Kiev, Tashkent, the Czech Republic, France, 
Germany and Mongolia. For this purpose, similar sized samples were also taken from 
each of the book analysed- The older UdSU publications like most of the older Russian 
publications do not use text justification and were produced on typewriters. These books 
have been put together into a sub-group for the purpose of a more apporpriate 
comparison. The first book published using text justification was the German Sections 
Abiturientu book, published in 1995 which would coincide with the arrival of the 
TEMPUS Pre-Jep project. 
Findings 12) 
There is no justification of text in the UdSU publications but neither is there any 
consistency in the issue of hyphenation. At times, words are split in the wrong place i. e. 
mid-syllabic (travell -/ing instead of travel -/ling) ; proper names (Shake -/speare) and 
place names (Binning -/ham) are also split and there are occasions when hyphenation 
435 
Appendix 5 
could have been avoided altogether (provin -/ce and literatu -/re would have fitted as they 
k 
only needed two letter spaces. In the line above each of the latter three more letter spaces 
were used. ) . In the 
latter case it comes across as a habit which is not thought about very 
often as there is clearly no consistency of approach. 
Within the former Soviet Union, UdSU's publication is ranked second with I word in 
every 48 split as opposed to I in every 36 in Novisibirsk (1993) and I in every 25 in Kiev 
(1989). Novisibirsk (1993) also splits words mid-syllabic (e. g. alt Aough instead of al - 
/though, hig Aest instead of high -/hest), place names (e. g. Lon -/don, Dow -/ning 
Street, Royal Opera Ho -/use, Christ -/mas, Com -/monwealth). There is also a strong 
tendency to split the first syllable away from the rest of the word. This occurs 26 times in 
the sample material viewed (e. g. po -/pular, pa -/ pers, md -/narch and co -/ronation). 
Kiev (1989) contains two examples of where the use of a hyphen could have been 
avoided altogether as there was sufficient room to complete the word based on the length 
of the lines on the same page (e. g. co-ordina -/te and po -/ints). There are 19 examples of 
splitting the first syllable away from the last (e. g. co -/ils, mo -/re ad -/vantages). In some 
cases, the split causes difficulty of pronunciation (e. g. as -/sist, the -Ise, ste -/am, op - 
/entopped). The surname of a person is also split (e. g. La -/ne). The text in Tashkent 
(1982) is justified but it still splits 13 proper and place names (e. g. Russi -/an, Ru -/ ssia, 
Car -/rington, For -/ rester, Forre -/ster) and 9 words after the first syllable (e. g. we -/re, 
wal -/ked, ne -/ver). 
Table 108 
Table Showing the Frequency of Hyphenation Occurring in Textbooks Published in 
1zhevsk, Viev, Novisibirsk and Tashkent 
I [zhevzk I Kiev ! Novisibirsk Tashkent 
. Words 5600 5600 5600 i 5600 
, Lines 930 623 622 
_ 11 560 
ýNo. of splits 117 225 1 155 i 46 ! No. of splits per x lines 7.9 2.7 4.01 1 12.1 
. No. of splits per x words. 47.8 24.9 36.2 121.7 ýText Justified No i No No Yes 
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k 
In order to broaden the range of analysis, the results above were compared to a range of 
material which would be accessible to Russian teachers and authors of English language 
material. The Oxford English Dictionary splits 67 words, however it must be conceded 
that the OED had two columns of text per page. Nevertheless, it still splits proper nouns 
(e. g. Ger -/man) and words which start with a capital letter (International Phon -/etic 
Alphabet and received Pronunci -/ation). There is also one example of splitting both a 
first and a last syllable away from the rest of the word (e. g. fre -/quent and diction -/ary). 
The Oxford History of the Classical World splits words far less frequently and this book 
is primarily for native Ll speakers. However three proper nouns are split (Themis - 
/tocles, Cor -inth, Tyr -/taeus). Most surprising is The British Council's Russian office's 
ESP Russia publication which is produced specifically for Russian teachers of English. 
The July 1998 edition contains the largest number of splits with 176. This results in I 
words being split in every 32. Consequently, official titles are split (e. g. Department of 
Eco -/nomics): there are first and last syllable splits (e. g. syl -Aabus, busi -/ness). It is 
questionable as to whether the frequent splitting of words is the message which The 
British Council wishes to send to Russian teachers of English. After all, the layout of the 
material in ESP Russia is to do with presentation and clearly, there is a way of avoiding 
it. 
Table 109 
Table Showing the Frequency of Hyphenation Occurring in Textbooks Published in 
1zhevsk and Other TL Publications 7- 1 1zhevsk! Ox. DictionarvI Ox. Historv I Br. _C_ou__nc_ifl 
, Words 5600 5600 5600 5600 Lines 930 466 430 626 
, No. of splits 117 67 36 176 
, No. of splits per x lines 7.9 6.9 11.9 3.5 No. of splits per x words! 47.8 83.5 155.5 1 31.8 
! Text Justified No Yes Yes Yes 
The Czech example of not splitting any words (apart from four naturally hyphenated 
words, e. g. extra-curricular, full-member, previously-granted, so-called) while using text 
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justification is clearly the best example of good practice because it does not cause the 
learner any confusion about the sound of a syllable or where to split a word. Surely, the 
best message which should be conveyed to the learner is to avoid splitting words at all. In 
written work it is easy for the learner to simply start on a new line if it is clear that the 
word will not fit onto the previous line. Similarly, if the learner is typing or word- 
processing, then it is also easily avoided. & 
Table 110 
Table Showing the Frequency of Hyphenation Occurring in Textbooks Published in ft lzhevsk, France and the Czech Republic 
I 1zhevsk I France I Czech Re-v)7 
Words 5600 5600 5600 
ýLines 930 565 400 
, No. of splits 117 54 0 ýNo. of splits per x lines 7.9 10.4 i0 
'No. of splits per x words 47.8 103.7 0 
IText Justified No 1 Yes 'Yes 
The Czech example of not splitting any words while using text justification is clearly the 
best example of good practice because it does not cause the learner any confusion about 
the sound of a syllable or where to split a word. Surely, the best message which should 
be conveyed to the learner is to avoid splitting words at all. In written work it is easy for 
the learner to start on a new line if it is clear that the word will not fit onto the previous 
line. Similarly, if the learner is typing or word-processing a document, it is also easily 
avoided. 
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S - 
- 
1, Suspýnded sntenc's are today introduced for the first time in ýthe penal sysierri in Britain. " 
2 Any couýt 'now passing ajail. sentert'a of two ýears- or less may suspend., its operation for a 
peri6d*of bý. ween one and three years. 
quantities oi tzý hallucinatory drug. LSD -worth 250,000 on the 1111 mar6t were cit found ýy, Scotland Yard Drugs-Squad.. men, 'a -Bow Street m agistrate' was told yesterday.. Six men 
aný -; wc. nen who appezred'on ýIuirges pf possessing or receiving drugs'were remanded for'a week, 
dý Seýtenci, of. -ni. ie months: imprisonment was passed yesterday on. Det., Con. G: S. Dilleyý for 
assaulting. a man-ýeing questioned at a police'station. 
'5 Mr... H. S. Peam, prosec,. itng, rýid that. while Mr. Bradshvr, was . 
being questioned, Dilley 
punched Lim, a number -of times. Tn -May Dilley was Rned-on'- a charge 'of as&ault 
occabioning 
$4 - bodili-harm. 
-Aneigh man I t. "''jury t6ok'only minutes to reach their vercIct. 
111* appeals 4)f 21 people convicted of ; j&ault7 ress Secretqry. .7 Ing A former U. S. PresWential P 
seitn*yczýs ago. during r-iti-Arriericaa demonstra-*ons. vere rejected toaa -by Toldo High Court. y 
nrison term's ranjing From eight to 18'rýontlis*; vcre impo"sed for assaulting Games' C_ Haggerty. 
He--irrived 14-TUIola, 1960 to prepare. - a. ' visii 
b- former Pre3ident Eisenhower. 
President Eisenhower's visit was later *cancelied "U&e-Qf. _ý_Aýnerlcan -6ZnWr. - 
Hagaýrty. wh. had just flowu in from Washinqton. was kept cý)nfined in his car for m,, te than 
20niinutes.. 
The defendants are- reported to be planning appeals to the St., ivne 17ourt. 
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., 
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net d1fe-'Iding. -agai th e la'"g7'are- Z=-moned . beford a court 
'Of "The rximno . ns Iazued. : by a. court - at at es, th, e r-barges' =Oved 
. a-ainit *he- of fenae: ý' 
b7 ýIie persoaa suim., h 
". %m . ..,... I 
im: * Whea a defe-adamt-'is , 
--brougirt befc--, 4e* a --ourt t. ýie charge, is. read out to him and he is milc_, . 
'j. -. 61 11 
1ý we I 
If he . --pl e. ads guilty . ed-whethe 
he-pleads gýýilt7. 
he- is seatemmq4d the .0 a'. 
f*#e-ylýýai, not 
12 peruonn =ast'.; -be- formed- 
aýed - t'ý`: sit ama ýýe - 6ourt'o 'Vhen -* 
the-ýurars. -areý 
14.1. &. he. dtaisian'. iiai e: ýpe cý 
i a" t 6. einat: iri the dismis sal 6f al 
Most 10' yeex-761d childýre'A`a=e 1mcapaý1e: unde3: stamdirLg amd, 
i. Ihz .,. -the -- =:, jh'les" tilef-V 
. 1p at eat S'# Z. 
se'd%it ion ýto e '160 "Some-civil-I ber. m=jt:. as had 016m, pe_-*ia. tb: q pro 
wa7 Hitle-z. anviced- Germany' s- children to Sait W3... Ca t-heir' parents: 
1-[-. . 1m --. Cr'a', 
'e, =gumeata- bef are the'. c6u. -t, Itlamts, I avid al- Jay Buuld- 
JrLg*1-V1ho-rbP1esented. the Davises $.. had. asked 'ýhe' ýustir-es 
to, d--aw, a 
I--. -, "- *' ". A. b ihý der. age. 13-is , 
ri litie to' maic e _ci aar., 
that' wi7one. U. M -mot 
maýý 
ega. search 'oi sýieojae 'elsEls p=cýpe; zrty. nou b:.,. co'nseat 'to 
his 
The court '., '4owev'er , re! tSe6 
to* go - that f ar. 
. 
18. ? ra se vat ars who &ILd mot appear to axýrae -the case,, have not 
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I; 
': ýzl e. d out an appeal to the US Supreivi. Cour" when asked for coi- 
meat, 1)%"Iuglas Cotuj Disct. 
rict Attoizey David McDaue 
-respoadeda: 
' 
"Did t: iey su&.; est vinat a ll'-Year-old should do. when he 16 inýs 
6--ugs in 11. a. prrentsl. possess-' on? I'm- at a loss to Cive kids 
adzice 
... 
in whe futur. e, " 
"aL . 19. - 
The- ýu# v---ted our f ril-y to Enitclý at each other. --and 
send-each other to, jril. 
-20. 
A ýuveniliý'-cou=t judge'=Uled that noly'. old'em: ough 
to Understaad'*yhat he nad done* 
21. Gu, -Ino. '71, waýs, removed- from . +he bexxc. ý. i'in, *Iiovembe---b7'the' 
ennsylvenia Eýapreme'Court tor psý=sistently punishing those wh6 
he 7Pel-l- were tt=yiag' to get out of ýu=y duty. 
22. After -gettIng the neN. a. . Gua=ino'. recessea a trial 
and leit V-e use, tepc; rted]y ia a zzate of shook, The 
judee could nb, ý) b. e reached f or -comment. 
-230 - Jeffrey Levy was punished last January for telling the 
judge he couldalt sit on-a jury heaxing a drug case because he is 
opp-5sed to the c. -i=! -nalization of. 
drugs. 
24. Presser said-there-are ways for a-judge t0 diýsciplihe Prot; - 
pective Jurors who may be Iýimg. without violatin$. their conati-. 
t utiOnal rights,, 
25. -The Cluty of the 
'U. S. vttorney general is to seek justice' 
Without *f ear or -fa: 7C'X.,, 
26. 'To craelt donm'on this hardened core of violent. C-riminals You 
sl tild Lraw-a* line '. Ieep In the Sand, ho 
27,2rosecutibm-of white-collar crime and public car-ruption is 
u also to . send a ! =portant riot ýOzly 'to gal acticar bt 
powerful message to tho public and potential law-breakerse 
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Appendix 9- Placement Test from Ivitskaya, 
Samarova and Fletcher (1992ý 
I 
ITNIAOXERRE1. 
. -A) that b) th='. C) ibis 
2. Whoia bookls tbisl . Ivii 
a) . 1my 
her. '' 
' been ithad : -il 
Let*: - -ouitopther. 
2) we b) C) "s 
5, i canN say ý. About IL 
2) an3qhi12z bYnothiAg .0 
anylx; dv 
bingua ; eý Oa you-sj=k7 
a) Whose 0 what. 
!; -He iaid he-'come on SuAday. 
myill b) woaI4 
Figet soinva stariA bis M=. '- she? 
2) -v=a! t b) -did C), Was 
70, The warit is fa=ýs for -'beawiN arcMccium. 
a) its b) it's -C) his 
ICLY=uTday I'didn'i cal fmit. 
a) thuch... b. ) a few maay 
is cl baye b-cep 
12. Thispimre is. - 
beautiful.. ' 
I Uivm*t seen a betterpiciure. 
ayjheýleast b) inore c) 1he mest 
13. be there iýhO mhcor, oilt-wiU be late. 
a)= bi MUst C) may 
14. -She -'TV n9w. 
ý). Ytitchcs b) watch c). is waichin; 
15. Imt yeF I. to France for a ImIlday, 
a)W . 
bfhave-pnc was goin"m 
16. We -for! %im: since early morning- 
Al We 6own; b) haye bxn lcopidn; 
17. She: -:. her 
fbiprM Sunday, 
_ 
3) is deania-Z b) dcans c) clean 
18. 'Nh= I came to his placc be. - alre3dy. 
Ith b) b23 left U bad Idt 
'3 2 
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i 
KiAiga AnnjiOenoAaBaTen q 
19.1 ... hcr-for five years. 
7. 
a) ýavc known* b) know*': r.... 
20. When be came home 
ýls 
wif dinner'. 
a) cooked b) coo. kS 'Ing wai c9cl 
21.1ohn-Auya niewcarnextyear. 
1) won' b) don't --i) didn't 
21 He very upset lately, 
a. ) 13" ba b 
ý3.1-vill "icýry'q 'a ; i*mL., u downstairs 16 
, Waits aiiing b) bew a) 
a whe 24. We'll have i. e. -n. he. - , a) comes b) will come r be comin g 
25.1 susgýzst ... to a Moscový subuib. 
a) to move b) we'll move' - -C) Wemove 
26. If I-y. ost,. j . wauldaccep"theinvitittion. f.. 
.0 -will 
be b) have liecn Owera 
27.1 wish I. - lbis RIM bifarý! - 
a) had seen bý have seen C) saw' 
2S. Did you see them ý. chm yeslerdaY. - 
a) to Plar b) ýlayipg. .... .. C) played 
29. He is'.. *. lawyer; 
a) --b) the 
3D. The cathedral. - in lhaý I 51h century.. 
a) Was, building b6ill. 
Translate the follawigg 
1. How do you dot IS., broa4' 
2. Tastes differ. 10. Wbai. `hýs hajýeAetry-. 
3. He looks like you! 20Awrz-: ý=nce calf - 
4. `Ycru arc welcome! bluertypa- 
S. Good I uckl 22ý*M 'watch isi 
* ' 6. i1elp yourself! . s =rdcd.. - 
Re 23. 
7. You've got the wrong number. 
. 72f arliaflery. 'ý- % S. I'm ICSL 
9. He was. - %mcces-S. 'V 
11D. hungry and thirsty 27. IL'31half past ulpe ý. m. 
11. -slim' 28: 14'3. M'Y fiýLJC' ` 
12. return ticket 29.1 can't iftrd iL - 13. To catch 6 cold 
4 
30. h3irdre: 3er's - 
14. cinema-goer 31. the ground floor' 
2. fisýand chip'i 
16. -a-ater pollution 33. h ther-in-law 
17. traffic Lgh ts 34. suburb 
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11punozenm. e 
35.10cal train 53. r1rcus; 
36. pet 54. Hecomplains of a headache- 
45t to turnlsý . ae room 
39.6onvtnient 56. to W'aste time 
39. to wash up 57. tn wear. 
40. Cambridge graduate 58. It is Snowing. 
4 1. I'm fond-of paintin ciothes 
42.1 was born. in 60. lt'H take yc -,., 5 mlautc:. 
43. serize of humour 61. turq riStit 
44. opinion . 62. physician 
45. Tl-- e book is worth reading. 
; ealfar.. e-wa; 46. H 64. Take it easy. 
. . 47. to change trains 63. Can, I ake a iýessz ee? 
49. sightsceing 66. I'll ring you'up. 
49. That skirt suits you. 57. to com - 
50. Many happy rem= of ihe day! 08. Caý I have the biH? 
51.1 enjoy jorrin r, 69-appoin%ment. 
5-1 foredga af Izir3 71 fic! ghbour 
[3'R,, dthe te=znd explain the poinL 
THE POWER OF IMAGINA77ON 
Mr Brown got-ioa haLel late in the aveýinr, lie was very lired. afterth: 
trip and asked the hzUýporter , 
It 1here was a iacant roam, At. 1hat very 
moment another inan came. and asked fori room. too. The 12all-porier iold 
them 1hat the only v=rit roo; o'výa; a doubl .e room, thai is it Týnmwfth ýwo 
beds in lt*., At fi rst th 6 -rw6 men didn'i like thi idea of spenAling n1jht *in we 
and the same room. 'But soodit began rainip; I=rdm d thty Jxad la a V=.. 
They Came into the room and wevt to bed at. ooca. * 
SuddenJy Ur Brown heard a noisoand wpke un. 
-What ha happened? - he askeý in surprise. 
'-. ý- What's wmn:? 
In a weak voice h1i weighbouranswerDd: 
-I am aýtullýr sorry to wake you'up, - but the irpuble is I have jot 
aithron- I need fresh air. I feel very bad. If ;; yo don't Aiani rue: to d1a., open 
the window. 
Mr Biýwn Jumped out of bed and- began* lbaking . for . his match=. . But It 
i= dark -ifi- the rooza'and he imuldn't find them, 1he*marr3yoice got 
weaker and weaker. Mr Lrown. was ifrkid ihe man =Ighl die. So he took'a 
chair and br I oke'the wiiidoýi iiýVJL The man thankcd him and fe]fxauýb 
bet,. xwith some fresh airin the-room. 
They both fed asleep again. But'W the morning they Wei 
.t 
surprised to 
see the only windowjý the room still clas ýd bfit the larSL mirror broken to 
, 34. e 
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I 11PILT107KEHIM 11 
-zz 
:3q=01 
4 :6 
4 1 - 
-z ý 
=-, ,7-. 'E ý, ý 7. - 
1 
;; ý417= -Z ,tS=7-NN 
t I .... = :: 
III%- 
- ri .ý 
5- 1 9 .2.. 
-. - ý- * 
= t; 'a R 
z; ' - pý I. -s=- . 's ; Z; ý . . 
: 26 
i, = => I ý11.6 4-= 
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Appendix 10 - Syllabus from IvItskaya, Samarova and Fletcher ( 1992) 
IIIJIIJTIO)KeHli'ý 
.ýIIz:: - -. ---7- -Q 
7z I = 9= 
Iýý. : - ---- L' - 
' 
. ,--IIi--, . . tj ý 
i ýg - :. L i0E ix . 1 ex 
cx 
IE 
73 
-5ýý, - 's -z - q2 
I 
- E7 7ý . - 
IutE 
ý 2 22s 
ý; _ ý -ý; :: =- 'Z -- p .=i-= 
, ý, 
ý' 
=ý1; k 
72 11 
i ýý 
= ý. =- -i; !E,. L ý- 
`3 .91, 
1. G= 
Z: a 
12 
ta t: 
43 
;-; 1 .2 
1a. 
'ei - I 
2p 
it E 
1 
rz 
, -ý .E 
ý: , I 
.6. 
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KHmra ! j. IA ripeno-aaBaT.. 71A 
I-=- ,- .9 .3 
ga IS 
- - ' ' ' is. 
:: , 
== 1ý.:;. ': .3, . =-ý, =-: : - 
7a 2 :; ý = I! . 2ý= 
-. S . Z 1ý - - -E -: ;= _ -< ý:! - ýý Z7 ; 
;, -. i-r-:: :2ý5: .2 
-Z : 7.7, :E. z 
-37- 
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Fletcher (1992) 
flpkIno»eHHe Ii 
., 8. Z 
'-F N 
,; L- 1ý 
ýý r=m .2 
= -= 2ý-, = -;; ý . 
2 7, 
22223 
I ý, 1: 1 . 1ý 
I 
,t-p -1 
"= ;;; ý ý4 8 
:ý--Z; .-=a ,, 
%. .6 -1 i -. -M 
- '. 1. !-= . 
' I 
.; ; _:: 
§I 
li 1 1. :5=ý5 ýi :E; 2 
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Appendi xII-', Syll, abus from 11 vitskaya. Sarnarova and Fletcher ( 1992) 
Q 
.d 
eý3ý-z (, 25 `o- 
- =. Down in Surrey 
The group is in Guildford. r. lown not far from London '%=us for the 
rodtrn Uniersir> of Surrý-, whL-h has a technological biju. 
A. A-Excusc me, where can we find Mr. Welly? 
Secr. -The Admission Tutor is in room 1157. 
Alimlr opcna the Ooor. 
&A-Mr. Welly? 
i)kT-Come in, pleas=. I'm sorry to say you are not 
that punctual. And I'm running short of time. 
Take a seat., 
, AA-Wcll ... c, --. 
Allats Ir ILI to TIMM. 
VAT -1UCCA. stnt us your application forrn. Yow 
-OCSF-s seem satisfactory enough. 1 gathr-r from 
this you were ai prep school and then w-zn ton to 
Eton. 
, kA-1 wonderhow... 
AT-Narw look, your poor matits result puzzles me a 
. 
littic. however.... 
AJ-l don't think -you quite understand. Its Uk-e this ... 
AT -. knyway your science results aree well up to 
standard and zs you're applying for admission to 
the Scicnce Faculty... 
AA-Actually that's not what..., 
AT-&ur Chemistry department runs a founidation : ourse. 
Tbt gmup itrr. pe ping irt. 
EC-What's he doing there? 
jii-He seems to be applying for a course. 
GH-Nonscrtse. He's a highly -qualified computer 
analyst already. 
AT -I! I rememb^-. - correctly you were rather 
concerned about fees and You implied that your 
financial situation was shaky. 
ALA-Wcll r--flIv I didn't come here to... 
AT-Quit--. quite. No need io feel embarrassed. 
Thtrc's a systcm of grants to help financi3fly-or 
you mi. ght win a scholarship or even be sponsored 
by a company. Lzts of people take pari-time jobs 
17pynn* B TK=4)OTAC, fDPO. 3XC 34CABACKO OT JIOIIAQV42. MOCCTMOM 
coopcmc""" y14)jaerporreTv. Capperl c rcx: io. -LorwtccxKm yY-no"om. 
SHR)ITC. fZC mw moikem, io kni r-Ha Yzqn-im7 
, 
pimirrcm a KDmjmý 1 151. -Cexp=p,. -()Yu=crwm, " = np"c-m a6ýrry 
3mcwp oTrp6man zwpu. 
-r, -" Ywom? 
--3aXoXdl- r7oM4LryfjC". M11r. KaWCTCU. 4TO BW W 
OqCFW-TO MIMTYILAblfW. Y Mt" N43AO 2Peý4eMl. C""T"ýe` 
3j%k=ep 
me--, no c)rmc=m noz-ýmjsci- I' 
nCoer-nan MOM hWee 3A9&-, MtMe, R&W DT1'CCTST 0 Cr. _-_; DNM 06pa3, ')=kQ*- 
x3tx=rcs =xjujc Na=vuxo it nmmt, Bw 6bLnm 
a n=r;; Tomwr_frwjcxju=c=, a 3a-: ý_m npa=wKjvut c63ý#cwvc it li'mmc. 
-riccpyu=ftTt. naut c. -tzLjlwn pwyjtj. TaT no MUTCM2TMXC e'I9 
im"em c=A=mI4RzI. T 02"Aro 
-: 2 zwmaw. Bb& lie Coamm nomimmeTc. Zeno 12 Tom ... 
-13 A906034 C. 7"Ite * aLUWs PC3YANTISTUS 110 eCTeCTOCIOUJM IiRyKa- 
smAste sm yposite, m nocxw"y abi co6iiparmci. nocryttan me 
=rc=r=jtstwA (t)8KYJ'IbTCT..., 
-Soc6uw-To, 3vo me -ro, 4"... 
-Haute riwwq"xcc o-mwsme npostcat" 6s3oautfi Kypc. 
r-pynna =rmm-za=, 
-'4ro on Tam jac-narr! 
xA=eycx. noju%eT 3&sjLj&cwfe 0 nPaemc #111 rYPc- 
'j" -EPywin. -Oit y)Ke &ijcoxozsLnm4)siumpo&2mI&rA nporpammitc-. - 
_ECAS4 It rMa*KZI-HD 110041110, Sia 6%. L-m mczxcL; nro v6ccnoKoe"w 
OrvIsTort is _&m=it a sway. wrcp 
Banic pKtutHcoscm nwoweime 
-119 C&MO114 AWIM 2 CIOAA npltultA I-IC Ar... TOM qTO661. " 
-Hy. ity. lie irywuo cMyuxnTv". CyturcrmycT cHmma c'rsineKnmA 
Ann Inumitcaborl nomoLuji. jum Dw Aror., sm 661 LwstrpaTu xcHiKypc 
441 cncuvsanb. Ryso cTmnc; t;: jw tLnti Aamce nozymbm. v cnostcopw 
marylo-To quipmy. Mmonic pa6crrmT mencuwHwfk pa6ommA Ac" m 
-1 27 - 
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and work through the vacations to cover. 
acco; -ýLmodation exnenses and so on. 
KA-1 1hink ther-'s b,, cn a mistake. 
. -ýT-Dc you trtink so? The application 
looks !a order to 
mr- "four references are exceUent. Your tutor will 
so... 
mv 
. kT-Resen: --h? Yes, I was just comin. - to 
ffiat. There 
are various opfiLas open lo you and forminr pari 
a* the B. Sc syllabus but we're ninning oulof time. 
I'm a-. aid. 7 have to meet a toxnsl group now. 
AA-Hoid an a moment. Th ý. Cs what I've been i-yiag 
10 say. I'm from that sroup. 
AT-Well,. why didn't you say so? 
AA-a u-4, td to, but I couldn't getz svord In edgeways. 
AT--So you're cat 
* 
SLmon. Smash, and. you'r-, no-, 
applyij3g for admi=ior... I'm terribly sorry. 
AdmL-sic. 7 time is so hectic_ zpplicants 
everywhere. I do apologise. 
AA-That's alright. I enjoyed ihainterview. 
AT-WcU. Ict's mci: t the -r*up and I'll --hmv you round 
tht: campuL,, 1. wonder. wby young Mr. Smash 
didn" show tip? 
7-hr rjv4p gonscul. Mt. W "I I=dkDr-Uhaway. 
GT_11 can scez lOLc1Zpo-, %ZZmunCLs around. 
yeal Wcz=lsrzgý 43Ur StUdenis to ust our 
xpcrtb-igI=Iffies; to the Tull.. 
17C-If I'm not mlstaLmn Insl year Surmy won -lh. ^ 
Scuth East of E=Oand CJurtmplonship in -ladies 
fencin;, gpoff, netball' soc-c-cr, rugby' 
and some- 
thing else. 
AT-Right- We eis-* had an: extremely -good Cricket 
! s=zor,. AB you mn see, I oar Learns take their 
Lmining very scriously. That*s the Soolbail rquad 
having a workout over ihcr--. Would zzyllwlball 
fans amongsty-ou like tojbin, lherm? - 
GT-I'd Ilka to' have a go, Hav cn'I play6d'-for ages 
Lhougtt_ Could 171 
C6mc on, Ml introduce you to 'th-- 
coachý, You can Zc* some -ýjt and cbange. in 1he 
pavillon. In hall an hour I'll be uraffixac for. you at 
the NursLng Studles Departrannt and then we'll 
droo in at the Students' Union -House. 
Greg )09; OMO the Pilch and )Oin3 the Irlining seadom Alter a few 
iciru= the releree blows1lus vehillic an" a pneilirrm 
ES-1 don't unde-rsiand anyibing about football. Can 
sommone give-us a com=ntary? 
JH-l will- r'watch match= Ln the Italian ]=Zue very 
regularly, Thx txc! t-. m=t is very exhilarating. 
on, Jm Cut the "ckJe and gel on -riib the 
cornmcntary. 
.I"80 
Pa6OTal. ')l M XZII 4ynax, trTc)6h, norphrm pgcxOabt HIL Xltn6c 
TRK =-Itc. 
- -sl Aymalo. Zaocb aw"6KA. 
-BW Tat: ; IymaMe? UirKTICIOIC SMrAR9XtIT HOPfA&nbHo' 
Y Bitc 
OTZH, Ljtmt x8patcreplICT34104 
6yneT r-m Oebir, K... 
- 'Ho 4oA vonpoc- 
-M=r-xxmnc La pa6un? )3. L. it Kax ptu noxxowY I yrcmY. JUAG 
Rac 
mýpbrna naanmmwo majissawig, crcrvivmxxwc "CTh noGM-mNw 
. 4-Z. -NM =yr.. Ho 
60. CCL, ý yI ina =jUU rq>nZ=C2 
bpC2qR. A 
. rULWV7[X_j 
r 
AQAXMH arAllac J%cTpeýwncs c rpymx3A Typs4cros. 
-nOn'-, M"C MAKIMY. 370 XUK P113 TO. UTO 9 fllrTU)DC6 CXS=n 
%CC VpCi4g. A M3 TOA rryrMW.. 
-A noqcmy we Bw vium tic cw=azm? 
-51 rlbjr; illlcr.. No He MOFLUCTILBH-b. Int CI? OBD. 
B1.4 me Ca; ImOH Cmmul. It 13bi he nc; lncTc 33RILIC11"a 0 
npmcmc... MMC V>KaL)10 Wa. 16 BPC-MR np)iCMA TaXOC CY"T""130--l 
-a6itTý, pmewr6f nonzioAy. S onesn, npowy tLicim npc>cTvt'rb. 
-Bc: c R nwymLi ý7tovwbcrisiic CT v"T enawo. 
-Tur.. AaMATC IICYPCIIIM rpynny, Wi-R nOXVýy NOM CTYZIC)44ClýK"I 
rCpc)ZoK. livITCPCMIO, 110%tC. my m"CTCP CWKII mt 110911vý-Icz? 
1'py"712 nbAXOnVIT. MCnOXIM Y3JUlm nolZIL31. tDaCT XY; Ln KZnt- 
alt; ý! Sac Tý--r mnom r-noprTlyalimi: "OuLancm. 
imi Stu rwut; Ac. m naLlilm. CTY; 1014TOD HZMVII-3011nTl- 
Cno; mtl3)II. 1oJso1moxufoc. rls it rICLAIlon mer- 
-E, zxii s ire mupt6siocl... la j3poutnom ruAy C: apP--fk IRWIMP2.17 
AIM'Ims no welt-. 1TOMY <ý'-XTO=Hbtm- 
rnnb-(ýY, IJCT&oJry. ql. YT60ry, Pelf)" )A MeNry-To Clum. 
-Bepito. Y nar 6Lv% &lpC.; amquAyIo Y: 1IL4&(N1ri rpitlem4wri Ce3o". 
);, aK Itbi aKaltrc, Ila-jilt XomZllLbj Onl=gTCjl x TpClD4pC1%KL' 04CHI. 
*CPI. C, J'0- BOH T: M, T; ), ffPlfPYCr-X ýPYT&Lljlla-o 
wcrrv'u fiLa' XSK346-mi6y. o. mumi 4iy'r6c=wiUe 6eirse-'s-ull" 
111IM7 
15W XCTCD nOnL3TA'r%CJ%. XCTR It Ile mr-pan lieiryso uc-iioc-r- 
Mor 
-KNIO"Ito. noAncmTe, It 33ac tifen=wtso Tpcticry. Dw NOweTO 
nmT), ns4Tb sw iteo6xo. utmoc ss ncpc=cTLcst Is rawLmosir, A 4CPC3 
rmxmaca a 6y; zy w=b 13ac y ct;; cwtemtv nolivTowt me4cecTeo. 
11 narom mw suCiacmisaom cTyzeiimecroro coloaa. 
A -p -. - sb&Gerz= tra nom ti np%coez"Itile-cs, It TP, ="PcVxKe- 
tlePC3 
ttCcxQ, thx()-f4III4yT cy; lus cull-cr a C%L"C-ror, M IjrpL jjRUFt)MCT= 
'A VnI4CM VIC nOID0ý43110 IS (býYT15WIa. NtC: KCT 112-M KTID-11116)7'h' 
ffPcLocomunm1posan, Hr$7. V? 
uory. A perynapito cmcrrpIo Karm lirr-nustitc%oA ARM. 3'TO 
mansmute onc"V., 6=pwr.. 
-Hy naawo, amcc. Kolptar, 6oirTolutio Iq r? pojIcAmz A now-KcaTaptift. 
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extbook, 
IH-Greg'ý, got ine ball. Ha's dabbling up the louchrine. -N111%; y rpo_M. ON 1, -A. -'r ýjqq. x 60XC--? A jjUIjIs4. UVITP40.111,14WA 
he cen: re half is zrying to tackie, but Grcg's gnt nwry-anaur mr. nwTueTC9 nePcxza-nrri, malt, ilo 
T_ý-T n6xozuiT 
round hun ... 
he's crossed the bat... good pass... -M... oil wtvittz nozxe-.... xopoulast ncpe=, &a. _ 
I ivere. out there playing too. -XCITMA 61.1 9 TOWC TiM Mr, JITý 
BTZ-11 don't. It's very ph, sical out there. -A . itcT. Tcm mmeT c3A., IoxsR iirpll- 
GF-Vvt se -n gentler fights in a New York bar! -P XM. 1ICA ZpIjXH nDCAa6eC n 111.6041OPKI: xom 6pw--. 
J E-Gre-'s got th- ball back again... he's going to lose -rper Cirr is nepeAtta mm4 III%;. A... Cefinac oil CrM norepite, 
it 
... no - 
he's made some space on the edge of Her - Oil OCAO_4; UT 
,m 
mccro Ila xpako. nomr... yAsp jiesuA 
Lhearea.... a left-booted shot and - what a SoL: 1 %I -xaV. on ron! 
AJI thoutinZ -Wefl p1zyed, GreZ! BCC KPIPIAT XopoLao cLirpumc, r'vex. 
.; 
F-Tht game'st resiar-tinZ. There's a lot of bard no. 3o6itowismst. i. imorv mcccmcii 6opi. 66t (36a Msl 4). MCCIlso 
tack-ling. There's a mtss of arms nnd legs. Oh, no! 
BS-Vy"hv is the -efcrcc Nvaving like Ilia t? -rlwlemy Cyn" Tax MILLUCT ýyrmmil? 
JE-P1c': s got he red card out. He's sending someone -()VI norlt3aý, XpýjDrypo XZpj%, 1IXy, Ckj, Koro-TO )'; j.: LnACT C IT 0,719 31 
off for 2 foul - and 
Greg's lying on the ground. mipy=citHe. A 
Tht; group runs, up to C; regwho Is roffin. insguny. rpýT= n=6=zc- x T'pery. xcTL, %n I Kar=-nm no 3: wio oT 6: 6m, 
--C 
-Art you a' 
I right Urreg""You were playing so well. C -c6on tee B nopraxe, I'pe r? T 61 T= xc poLuo mrpax. 
BR-S top rcC, ng ub-o-til., Grc. -. - ni trying to La ke a pho to. 
C--Tharl? s iL: - tl, -- sympalhv! 11's nothing 10 wor r. 
CxLi. -, i 6D aa wwvtr: nwc! HC 0 M=4 (C=MVZl1 rUM- CCU 1 (1-11 W- TWXAMPYýC_ 
a*L-0111.. but , or the'dizzin 
. 
Cýs i'm fint. I've Just got 
a f-w scralches. Owl 
BM-SL_, n, ý bacý' cvcrvonc. Lzi me h. -t 3 lcoh. 
'N rr, 
. 
m. B8. PZCrrYXJla 
Your knce's sNýoUcn cr4 your-ieg's cm--rcd inbmiscs XCWPIrt. j 1f, 11CR IIDrA. BýCJInRX&X, tj j, (JjC 9&WCrMA. 'ITO 13W 
and it locks' to-rne as 11 you've. sprz3ned yv= ankle, P41;! -5ZjryjT1( zozuwxy- 40 Momere nv _BbI nerý_Llrt, 
`lzinc, can you pziss the first ald_'Qt from my bag... An-e'lKy M3 -I, 40C 
.A 
C_v;, (XI1... CnA. -II60... 2 ncpc 
, 
SsL-7 J19jilawKy 
LI-maks... -1.1 strop theank: eý3adputz bantiaga. r. ouncf M"O*y n0I393K)'IM MICTIO. 130T. VY IýtK? BW mwKcm "am? 
the kni: =_ There. How's jbaC Can you 
corner 
7 
.. 
a- 
.. 
'ý 
ý* :4, '. : 
.: ý ""; 
. 
.. I.: ý, 
ý. ...... -. 
.111 
goalpos' 
red card 
g-oal keeper centrej v. 1f a 
ýIf 
penalty area 
referee 
football pitcb 
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Appendix II- Syllabus from Ivitskaya, Sarnarova and Fletcher (19921) 
G 7--Ouch! It ýLlns hI Pul any weight-bn it. -It 
stupid of mt to gavinýolved_ 
SM-Leaii on m We'U gmmx to the Nursing Depart= 
and see if Wc,, U take an X-ray c- thL mm 
-I- troup poes ta fte N mrsing Deparlamni and rinds auzl, crtr d. --w 
Who =M=iDes GfCell AEV. leeks big pulse V-d Ch=ks tris blood 
pressure. 
Drc-Well young mnn- You won't be playing in the 
world cup for a week or two ! YOU'vesprained the 
ankle - you w, -. -c 
lucky your friend strapped it so 
auickly. The knees just bruised. Nol! ung scnous. 
GT-So, whatshould I do? 
Doc-I'll bandage the anklr t- ightly again. Othemise - 
take it easy. In your plare I should use a wabb Lgstck 
for a while-There should be no complications. 
givc you same pain killers in case the ankle 
btLr--s scy much it slops you sleeping. You're lucky. 
if you were nty a: e, you'd probably have broken 
your ieg in a dozen pLacres! H err-'s the prescription. 
Everyoct-Thanks, Doctor. 
a wwry-30 HA k4c.. c. 4 if)-no 6WAO c MMA 
c7upol Fb' XB=Tbl 1 M. 
--. Onmp(jrrec6 A& balm M" OTsmem US.: a or=ncmm no=VTOMM 
6ýý H rg)C: 4(YrPKM. CatfflboT -W O"U PeFTMH InnOHXJK. 
rpyr- KWT a c. jeviewte i=roTo=m we_-ccc-p ii o6Kapyxumaet 
nomcnnm AoKmpa, raropwA OcmaTps4svcT -moT7 rpem, tuynavT 
r1YJlb-C H M3266CPýCT KPCMf 'OC AWVICýýLC 
-Tsx. mcmanom ar--toser- Ria He cmox=t supanb a wKsHosain-m 
ma x). ': )x mKpP mencin. Ky - Apyrywt Bbi pacTs)-mAx itommmy m 
B9M nOW4M, -ITO B&M AWr Tag: fiWCTpo nep. -. Wg= M KU. IrCy, " 
npocro , &HfinchmL ýhfmcro =pw__. orO' 
-Tam:, wo w3c cvtc. Výr AeAaTu? 
-51 -rvm -epeno-Y tomjwry cmsa. C APyrOA CTOPOKU - me 
6epwre a mnavy. Ha Ramem wecre si 6ba noin4oma= Tpocrbm 
. 1#cr. OTOPoc sp"ev- fit xiwuto 66m. o=o)KwjtwcA- 9 zzx Ilam 
o6c36onsimaxnuce. mnm =Aiawma i6yAL. r -raK cwmito 6cmeTb. Nm 
Bw ite cmomem cm-n- Dam noweano. Ecm" 6w Bb-, 66uzm a mo-m 
OL -PRC7V. 
DW. )laDCj*t2X&, C. -SOMLOS 61.1 IlOry L JleC%TH MOCTAe. 
B'Dr peuem. 
-Rcc-Crmoi6o. aon-op. 
Urry pes to ti= chendWs and coliectsGreez pre=ripnou. P-jppm stxT a arrrery m 3&6mpzc-r j3c3: zPcrvO =2 s-pera. 
I H-Herce you are, Gr--&. Tbe chemist advised you to --Bar, noxxtiyAm. rper. AnTeicapb noCr-rOx" nr1M1f%1Tb 
CAWY 
tak_- one Pill now to ease the pala'and another rz6nerzy cefimac. wro6w cmirn. 6=%. w Oyry- -nel- c"m- bd= going to bed. 
BIM-Befzre you swallow it I. -i me see if tht pills nd ght -t-L-pt-1 ntu. = Bw YronporaoTHTe. imATC -C =rAXHYM 
tcn 
have any side-affem-s- rx i=me-unfiyýu no6oq1tb'"_ AciLcramlr Y 37m-- Tu&w"W- 
Ber, taket out the chrectictis and reads them out rMCPT ROCTACT KH. -rpYV=ft1O M qM12CT MCJrYX: 
Aspanal b -&at mcoaxnended, for pmgnwu tromen. pati=m with A=W= IM PMDWH. WCTCX &-PC. C. W- )W"CM"W&X- 
bewl. lung. rumach., tidney or Aver trouble; people wbo, had 6OxUfO44 M_MCý KeiyaKom, noqsmmu Y-W JIVICKWOý 
zavuýeet, the flu. mumpt. rcmriet fewer of whooping coulb. 10 nepSUM Kopjý rpK= C-mr). C-pAS-IRY K" XD"KMIL 
no6oqna am&==w. -Touniomxw; xb, now= 
CL-After taking these- pilizs youll -find you have the --fiazhe PPU00 2THX n6ACTor- Y 
symplonts 0; Cycry (9se=_, under th: sun 11L- cwmn7omw acm &=ucA in cue'r. - KA5 AJKCPOV r- A'ýCP` 
J=omc KJ=ome. 
BM--Cnx-, takcmyadvi=-ncv=r take anyýpflis. capsWcz --rper. naasy=&fi=, woem COWn MtMol= 14C "PRK-4&A- 
or Iz bL-s or apply any oiiwK=s it 
i you-cart PossibiY 
nxnwAbt, Ta6mrimn. xancyin.,. ne mamm 1402h. cc-nx "OxmW 
avoid iL No medicine is compictely haradem a6oAiw3-6e3 mm. WT 6cxsp=- ACCAPc- 
GT--Of =ur= I von'tý I feel fine atreitdy, I'm on top -4ý13IW4510. me 6yzý-- 5; Yxe. vywrvybo CC62 xom-- z is -H"-A 
form and ready to coatirtue ow visit, What arc we fTpQAQRAMTb Hatu OH2ýff- LITO Mb, 1, OCY--JTPKM 
goi14 to see next? 
EC-Ifs high Lww wrinef Mr. W4Uy again. -li2me nnaw), am" CROW BCTPCTHTWA C r-MM V3AA), 1- 
The Aftiodon Tuwr 12 -alang for 1he St . 4u the Nunting Studies; 
D 
O-ra==--mwA u nPHCM a6irrypi4cocToo xc=T MYr1nY Y BxD= 0 
epartment. nOArCTG"'U hfeZCVCTCP- 
A TA-Did you enicy the match' How-did it end? -Bw nwwcKjtm yaoscobcTame or marL&&7 KaK Cmi SaKo" Wums? 
ET-1/oni 
, yyou 
had berni4ifft-us! It-, aw thebmt game I've -E=m6w TM16KO Bu 
&am c mvot!: )To 6bM A-MUSE KMQ M D=Z- %10 
ever Though V/c did ""Me 8 3=11 incident. How- v mKv--L Xciv y i, = =-TaKsi 
&&i Fe6OA6uxoi4 OutuKlIew. OMMKO, 
ever, 'All'swell that ends well'asShakespWre-Mys. 'fic WPOUXI, Wro XOPOW %_f4WTM,. K" IMOPKUM Y 
Ulm-""= 
LJi- The match ended in a draw. And, z3 it happerts, -M., it Tax no. 'ry-41u0m. WM MW Y= 
we've alre3dy s. --ti the Nursing Studies dcpanment. nOCmoTpe1V% OTA-viOnLE nOArVrORK" MCACCCTCP. 
GT-We saw a lot of applicants them. I wonder hDwYOu --- sita Tam w=m st"am a6ttTyrwexToa. 1b1TcPeC? 1O, KAK Y Bic 
manage to k=p the nursing profession prestigious? B nnTy-sacicii noAnewRiian-ru npemt* nroOxCCH1f m=CeCTCV1 In my country there's a great sý. )rtage of nurses. . KoCit CTPA19C 
ýOAMUA 
ff HeX=TKA YAC=CTCP- 
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Appendlx II- SvIlabus from Ivitskaya. Samarova and Fletcher (1992) 
TexL'b o ok 
ooýýý ec nurs. -s ac, -ýulre p-nclic-7,1 skiLls" \ýrcrc do 
týly 1ru a? 
, 7, -Pralllice in outp. -i!! ws' clinics and 
hospitals is 
obijgatorv throuctcut thc two fir5t vurs. Train cs 
arc taught First aid, hcýw to give injLfions, genernl 
pafien, carc and so on. Everything to cnabl. - them 
to help GPs. ThLn Ji-cy move on Intensive c, -, r-- 
WOrk 2-d MOTC CC! -, Ipl.: ZtCd tcchfiiq,.: rs. 
ýýE-Arp we goin- 
Ics see the Liude.; Is' Union-, I'd like 
io meet some %: al, live students, 
kT-YCS. W5 OUr nCXt Stop. WS 11,01 f3r.. 
-A xar. omi! ý(aRbIKJI^ rne 0"ll 
. ipav: THxy)oTcm 
(. D.. tbtr)fuax jsE3arc: i6Nz ua 
npo7, R)Kcujr. j rT! -pobLx gii)x CTR)P. CPOII 06ylaýCT r? CPDOA 
IIOW. Ollzjl, KZX -Mllkrl, H)rbCX: jMl, 06UýCMY YXOAY 2' 
6OAbHbdgH 11 
TZK =lCe. rjCC ; 1159 TOM. tno6bt wist mormi riamorarb TepanceTam. 
31Tvt cHii DCXOIRT K XKICIfCHBIIO. Y)' ý'XU; *' 3A 60: 1.111AMH 11 
50,7-cc Cýlc)ý, -. Ilws( BCLI! 1.14. 
-Mb! nor-.: *m s c-v; i: iiqccxiiA L im? A 
6bi. XCTCA flrpC-r)1TicR C 
l(B. -m2uliwil CTYý, -VlTa4H. 
-A:!. DTO MUla c-ir-gymaax oc-TaHoBKa. 
DTý 
it-ýxviexa. 
t. t ; To-, jp enters the Students' Union House. A discussion is in full 
rpynna wXOMIT 15 ; JGM CT)'_C114eCKOr0 COXIS21.015Cý'AQICHM: 5 TIO-1110m 
win&. The topi. - Is a rezcn! decision to ciaý., _ NUIS rt-edical pcrsonncl 1, a3raN. Tema - noc_jc.,. i_, ee pewtinic 
Hatzisojiama(on c: ry)K66i 
Inde. -So randorn drUg LCV. S. Opinions arc divided. 3ýzp_nocxpaiiciistst 3zcTaBi-Ti, ripoxog; fTh Ria6epo, 11twi: 
TCCTW IM 113PYOT11](11- NiFICIIIU PA3ne. '1M1! C1.. 
7ý- grouppirts the rpyrUlt TiC7111. CT r 1[JfCXVCCifr 
s! udent-Thesc drug tests arc humiliating for -: 
)Tii rechi ita Hapxo7itrif znit mearnpCown-la. ý5TO 
medical pcoul, -. It's the thin end of. tile wedge. Ir we on_, ctioe np,. -,, x3ii:! meiioaa1mC. Ecnii mbi no3soni'm rTPoWZj1rb . 1M 
alloW thcse tcstz soot,. thnrc'll he AIDS and alcohol TPLTW. IIC-KCP- 7MK)K! Tt, -TM H3 
ClIIIJI 11 P-1)(Dro. n.. ýf -jTO%cy 
tests as well. There'll be no stopping it, Where will lit oy; ýýLrr Xolma. rke MW y--ranotiHm rpiniLky 203LýWcimom? 
we draw the fine! 
rnv tests like this can h2ilp proteci ihc MOA 33rAR; Z, 11,1,1061161ý TCC76; 110-, ý'T i-10.14011j, 3aUjU7WTI. 
pa!! crl's ! ý; 3fctý I bccaus, ý medical jr-rso, 2ncL have (Y_'3011nCII0Crb 60.71. HOM, lr.! ý. R_InCPC0HZA iihrCeT AOCn'r- r 
access to-arious drugs in big qiiantitics. Without 
6c: jiiniix 
t,, nnm, thýrc_ could be grave consequences. 'T9 
Butt ha td c-; s n' t rr. 2Rcsc ns Scc1tth :r I's T. 0 
-Flo : YTC ý4ýC 5,1; ýC. 46ý:::! ý, 1111ý1_ JýýY SZ 11CT IMIKII)COM 
cNýd=cn that domrs or aurst: 5 abuSe drugS Trorc r. 09233TC)TI., CTSa. 'ITO 13P2111f %I MeZCt-_TPLI : V'20)'nOT, C6-1JII(n 
of people on whorn than any other calcgor-y ; Iapy. CnIK. kmIf 6C. -Ibule. ýTcm apvnic xamrorml lic; 1efl. CT reroptax 
_ 
pco. pic's 
livc, 
s -ýepend. Lie-10 3C1=-1: zi1 A. 01i6. 
I ake airline pýlcls, for c xa rn p1c. 113. IPIEMCP. 71c7q11yon. 
N-7 L Libsolutcly rio gimnantee lbat ran, ýorn testir1l; -11cTwrzpE: iciuio wumxnri rapairnoi, vro nti6opo-n6r. M47Tbl nt. Li2a- 
czii: ', ev---y abuser or cven deter offeriders. IiAOKOMaI1013 II-MIA2,11KC YaCPMBTIIpanolL; IPY. LL-krit. -"rp. 
k post gra du a te-71 hat lnzy be true, but on the other A -, 11P_'I1T-DTO NIU)RCT 6krb 11CP1IO, 110, C nPYrOrt CTOPOlib-1, q7o. -TO 
hand, some, , 
hing has to bo done, If (he aaihCyi11: CS io, Aoto ;: txarb. Ecnii 6bi HABC-M OTPNIMP011a. 111 
6LI, -TPCC, M`C 
hC rC. 17C: f-1 qufc, er we wouldn't be facing this. 
_6bi 
ccfi, tac tit 61Lnn zmi7k n; )o6: Tnfw. 
problern row. 
1 tvcre ir. e NBS (National Heakh Service), I -Eciif 6m s; P360T3,71 1; li, 11_111011: 1-1 
. 
bI10A C. Ily? K()C 3, 'jP890OXP1HCWIJ1. Q 
'would Lv 
leasl want lo hold a public o,, Yinion poll to 66:. no y. pa;. jjjc.. j ). Iepe, j1pore-n otipo-. o6memeiritom mHeitov. 
see tiow people feel about it before introducing (To6m yumatri.. xaK K 3TOM)' OTHOCRTC9 J710: 04, TIPC)KaC 'JeM 
drastic measures like this. T7. KiIC Paaif IL11, H61C MCPW. 
vi und-_r-&, -ad. uatL--Wt: feel vcrý, strorgly ab, -t: it beý: ause C-ryacin pni)-cs3ioro rypm - MLi oqeim ceplcalto iiocupwriv-em -0. 
iri a few years' din. - we v. ---l be subje-lCd to these teStS. T. X. qCPM itOLIKO. W. 0 ACT 142A 
6YACM C" ;, ot n3_=PraT1. U 7nl)ý`ITCMA`i- 
S-And what's more - 
it'll put off some people from -1`1 KPOMC TON DTO OT71Y1711 CT 11CWTOPUX OT 1`10--yaAMAI 3 
n- medical colleges. Nobody wiH be vcrýy -nteril 
' 
Mt1jI! IIMtT)TW. MIKOMY Ile rioirpasifTCR, =111 HaMITYT 
g their privacy. enthusItic about 
lcsin astetuitnaTbcja B cro. Iiwurylo xmyli,. 
knolhcr student rushes in: -111. 's six o'clock. The bar's B5--'r 
Cute . 0.711H .- 
LUCZTb q2CC8- Gal) OTKPI4T. 
open. is anvonc coming for a pint before dinner? 
KTO-14116)', 11. It-'CT ELMItTI, Z`IHHTý' rutitta ncp. = o6c. iom? 
1ht Cor'Mon Room emptics. 06tutisz KowitaTa rrycrte-.. 
The gynup (to the Ad-mission. Tutor)-Thaný You Vcr. V lnu&, 1pymm (0Tvcrcnevn*my 3a rpstcm a6m), gicirrov)-Orpoo-riwe L-mm& 
indecý, for givLnge us the opportunity of sc-c-ing Surmy. 3a np=o: -rmxFnryio mam ticamoAuiam r7ocmoTpen. CaPP--A. 
kT-li's ýccn a Pie3su-c. You arc always welcome. Znjoy -. \! Ile 
51XIO nP; ISITI1o. Bccr= l5a; jka nac siuie7b. WC-11410 U'4 
the rest of your lime in Britain, and, mind how you nony, wiv. ynosontcniie oT _-a_niicAwcro nPe6b11L3Hs%j1 I 
go. We don't want any rnorc accidents, do we? 
spii7aiiitwt, it 6yAbre ocTopowitt. 4. I lam acah 6cuibuie we Hyxcphi 
HCC, 4nCTH6iC C. 7n: ul, Ile T3K ini? 
*131* 
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Appendix 12 - Polylogue from Komeva and Reshetnik-ova 
1989) 
VZ "I E: gi 
- ý7 A. = 7 i ý: - - - Z; c f!., 11 Ir, : ý. E 4ý -M M -7ý - --! - -= M. I k- IT, : '- t - IM - -7 Tý ý: - - ý 
ýý ' , ;, Ln - -z. -ý -ý5 --ý 
cr cc Mi SD 
-, - a- ý:, - ". Lý: 
I -ý 1, t,., ýý ir, ý;. --. =i 'tý D n 
L7. Z. U 
7e 
- -9 -: I 
55 
(Z. n 
e ^" 'ý' ý; ;ý=-g=- - 2 t ý, - r 4 7, 
C: c 
oC 
.. - 
=, 
- M-ý =- =. 
.E"; 1,0 - trd =- c-, 
ýX . I- ýzE ai z - 
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Appendix 12 - Polylogue from Komeva and Reshemikova (1989) 
ul 
tl 
=1 - - 
tr, 
i =' C) r- 
- 7 -C ý zý 
R "I M 1 
- 
"D to 
Ln 
Ul Ioa 
"r* "1 9 S ce CD w M 1-0 77 x 
F- f l C'm n-ý -- - u . tz ý2 r., t , 11 
, - 7 
r E3 - : 71 
- an f- L 1 
:: ý 4 2 1 4, 
, 
r. 11 - 
=- Aa 1" 11 
5 Fi: 
Z* 
71 
= 
;7 . 
r 4 
I 
c In 0 CD 
X 
Cý ,T0 1) 
- 
Z. e- 
S 
11 :, 2' 92 10 f- 77 T -7 = 
.1 
rD - 
sct ý ý. a. W. - 
.9 
-Pv 
=- ', 'I ý. ri = ý: tý- aIa-z 
. %- ST I a, ý! rITm.. (" -V- 
CD 
ED E, 
75, F5 
ý, ý-, -. 5 . a, :,? 1, 
?ý 
-- ý iý -F 49 F -S, 0 2, 
.ýa=c-F, =-"-C -ý Ir 6, ýý cf t: 4, -L 
ru 
n 
5- -b 
cl C, Z; 
ncý, -< - 
:r-0=0- 
= :. ", - -, rý- (11 1-C, -m-I =1 - 
ýr, M -; f" 
;;; ýý ;ia4 22 
IT f- C: ýt 
27 
,: 
2Q1FcIlD, C 
T; - *- 
tr, 7--ýE., " J4, ý=; ,- : z- -I 
I- Z: "' =, ý- 
-- 
", 'i , Ll 
w 13 t CD "D I; - 
I; - .2. 
;' ; ýý 1=Q- -- E, ý ; Q.. "-ýý-W 'n ý;. ý. "s 7 I. I- It 'ý -., -aM ýr 10 Q-ý vi - ul ý:. t ý:; k-ý (D 01= o- Q. =-- co rl: .. --. -ý 
V- 
- rl 
---zý. ý 1: ý ýý Mý E -, lzý , (a Lt 
=w= In, 
Zr ý FI, ý- ;ý, - *1 0L cr, 
ta m e: 1! 5 ri 
cr. 2j V) Ct: 
.m- =- I, f. 3 * -ý c"; Z.. .9- 
T ýý. D ! -, 1, :,, d 53 rý ! ý, -: 71 zIý; .. = c- 
C Lo M Lo M. OD u: i ri 
ýE ýz CD w-C, r- . >: - ;, - P- --"z" -1 4-- 
ýD ýý Ll 
'I a. 
Z- =- ý6 --c; 
,62 
"1 7 :73., lu - 
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0E=5=-L 
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Appendix 12 - Polylogue from Komeva and Reshetmkova (1989) 
tr -= 
7ý - i! F-, ': 
EF, 22 Z4 a, ý, . I. 1ý . 91 ; 7. ý 11) C- z-F1 ai z mll Ic S. 5 IF o-ý, -V I., Z" ;: F Q. -2, -- -M ul e-, ,ý Im -I! -ý -- 
I 
ILI 71 
7 
=. 
: 1. -- rý w .-, w 
2 Lr 
ý. g; -:: !: - = ;q2 ; ý: = E, Cý = c- =- 7z c 
r-, Ca ! XD M 
cr 
r- to 'D mr : 1) .ým -g 
lz 
!==:; -, :, 
mm 
CýP L" 
F: 
:F .ý- r.. ýý C', ;- 1ý 
T 
T" ý , IQ 
- ý' E= '7 - a: -ý -- Pr -, = 9. ý .7 Cý :--, --. aj 
'7 =" EPý-, Ce0-Iým-g 
5, 
cr 
-- ; ý- g, : -- 
F- -, - _nu 
"I 1ý t 
... 5-2 ýz . 2L -"5. ri! I- . 
i;; 
.1,. 2. t- 6 C- 
- Z, - ,- -- ýz =52 (D pZ- -- ll --=W:; 2 e pi --1 0 le a 
,c=U 2-- -- DFPr. Z :;, ID x5Z==. 0 ý: Z, c*-7; 5 *ý ID Nu =- mw 10 -'i "ý=-0:: CD -ýZ: 2'r. 6 7- ZL E3 0 -< W 
Z, 
-0,2 't Z. x-, =0-, ýH1. D == wýU0 ZU 0 cz Z; c :. 3 ýi 
i3 2-- Z. 
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C, 7' 9z: ý ;. :ý tr S. 
r- CD C- m C, 1 a co m C) 
-x s- ER -R ýi 4, ý; - E ;ý:. ý: F. ý: 7 Llr n5 ý- m !. a. 
In b. 
In T 
10 (D = ý', ; 
5- W- e- OD 0 Z;, 
ý-ý 
. 2 WI-n 1% - 
Tý --- 
Cý ol - ec 
,ýa. 
4,:: 
R 
-7 
4=-==ý-<r, to - -C : I' E. 9* ý= In In 
CD 
2 CD 2wF r- - ro - 
-- zEP-, ý; 81 *e i-m 5' IV ý ER ýý - C3 -5 co -, Z, z a=p .23 Co ý. i ie g 'a F= 
CK 
CD im = :9 L4 
-= it =c 
C5 Eg a= -g ýl In 
C C, CD C) v 
5 Z- 
t 12 
:moa; 4 
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Appendix 13 - Introduction Page from Abiturientu-90 
This book is inten&d for*school leavm and othn- candidaw-s 
who wish to apply. to Udmurt ýi'jite University and have to take the 
University. mairiculaLion exam'. ý6i English. (vvith the eXception of- 
candidates majorin_- in Language discipLines'). 
The objective of the book is to h6lp. applicants wssess thicir 
rmlding, sýeakcing and lisleTýrlg skills'and pr-epilrc for the exam. P 1: ý The book includes 29 units, each independent of Oit of liers but 
h3ving a similar structure. 
** 
Each unit consists of an adziptcZ text or 
exc, --. pt from a book of 
fiction or Magazine to be wsed for rcadin, -,, 
translation, qucstion and ansiver work and a discussion topic. relatcd to 
the reading- text in its theme-. Týe authors- have put special =plhasis on 
updating thý looics, though some ol* the traditional topics have u1so 
bq, ---n included. 
jkItachr-d 'to the book is a Ca&I; CTtO NLýitll teý:, s for asscziing 
caindidat--' lisic-ning, comprv-1-cn-sion skffls. Th-, tt: ais arcre-ad by rialive 
'File teaching staff c,: ' the Faculty of larlguaý, es for : special 
purp(-scs thwiks zhe orgarlizcrs of tilt: TEMPUS Project Irl Ht1SjrlIJ 
, 
and Manche-ster. Nimropolliza Universities for the rnatcTjaLs oblabled 
during thePrrý31: -P scage. - 
The lbook iind ille. cassette arc*a%, adabI. - at tht officc of ilkie 
Sp--c'al Purposcn. Faculty of Lan - ua, -, L--i for L 
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Appendix 15 - Sample Listening Comprehension from Abiturientu-96 
PA3ýWg 'rpmul 
Listening C(bmprehenslon 
Part One "Meet Diffem. t People" 
A Uchael Jacks 011. 
be fond of RpaBIMCII 
be crazy about 6biTb nomewailliblM tia; cmjxj,,, iio mocuT-b 
Walt Disney filras (ý11.3bMW YOnTa AIMICA 
roilerskater icaTwomificn Ha POJIHKt)BbIX KotiiKax 
Where does 11,1. Jackson live in America? 
'\Nllat Citv? 
Miat par-I of it? 
Whut house does h e have in the suburbs? 
2. ýViltv from N fayfield CoinM! ýhensive School. 
comprehensive school cp-CM -US IUIKOJla 
fairly bright acwombno ymiiwri, cmwume., whift 
Out-of-school activities mieLuxojuiibicx-.; ia, 3ausr. -H., T 
5 usan noapyra Btijuim 
shop assistant nPojaPLURUa 
disco wicKoTtKa 
sliced cycliiig Be. 'Iocilop-r 
stcond-hand bike noacpwakni. Bik aeaocHnea 
"death trap" CMePTC: Ibnag nouynixa. 
'What fori-n is Willv in'! 
How Old is his giriffiend! 
Is she older. or younger th an fie is? 
1, VhaE does he spend most of his pocket money on? 
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Appendix 17 Discourse Analysis 
As the Russian emphasis in both teaching and assessment is primarily on spoken as 
opposed to written discourse. the following section focuses on the former only. Analysis 
of the written TL for reading and translation skills development are dealt with in the 
section which focuses on taxonomies. The sunvey in this section provides an overview of 
kev elements in research on discourse in both Western and Russian education, both in 
terms of monoloaue and dialogue. 
Definition of key terms 
There are se\eral types of spoken dialogue, namely a conventionallsed exchange (in a 
situation for which the speakers have a preconception of the sequence which will ensue) 
and the open. unpredictable dialogue (for which the speaker has no preconceptionsy 
(I ) There are three key general terms which are of value in the analysis of the dialogues. 
(a) Field - i. e. the subýject matter of a dialogue. This includes how the writer or speaker of 
the lanuuaue orients himself toward the socially and accepted norms. 
(b) Tenor - i. e. the roles of the participants within the dialogue, their respective status 
vis-d-vis each other and the power which each hold within the exchange. This also 
I. ncorporates the level of fOrmality of languaize. 
(c) Mode - i. e. what the Ian(-, uai-, e is doinc, itself as a channel of communication. The 
level of reciprocity for example within the mode adopted by the speakers can be analysed 
using the model produced in McCarthv and Carter ( 1994) bv observing the use of second 
(Le. \\hen addressing, the listeneo and first person (i. e. when speaking about oneself) 
pronouns and also the number of third person references to the sender or receiver. 
(12) In both spoken and NATitten discourse, cohesion and coherence are important aspects 
which need atiention. Halliday and Hassan ( 1976) highlight five principal types of 
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cohesion in spoken discourse which also prove helpful in the analysis of discourse of 
Russian produced TL material. These principals are- 
(a) Anaphoric reference (i. e. the use of pronouns when referrino to something or 
someone previously mentioned) 
(b) Substitution (this is similar to anaphoric reference. Here the noun is substituted for 
the word'one'. as in 'Mark- has a sweet. I want one too'. ) 
(c) Ellipsi's (omissi . on of a grammatical element already expressed) 
(d) Conjunctions (which involve the use of grammatical connectors, like soon (ternporal). 
and (additive) and although (adversarial)) 
(e) Lexical cohesion (i. e. the direct repeti . tion of the same term to refer to the same obýject 
rather than the use of another term for the same obýject) 
Widdowson ( 1978. p. 29) sees a clear distinction between cohesion and coherence. The 
former is concerned primarily xvith how the literal meaning of discourse is interpreted 
whereas the latter also takes into account the cornmunicati've values of utterances in 
context. Widdowson offers the following example to clarjý, this point'. 
Person A- That's the telephone. 
Person B. I'm in the bath. 
Person A- OK. 
While this short exchange is questionable in terms of cohesion, the imagined context 
permits this to be accepted in terms ofcoherence. 
(3) Investluating the lei,, el of' ethnomethodology in dialogues allows the researcher to 
scrutinise what. if any. natural habit patterns used in everv day linguistic events are 
employed by the speakers. These patterns include by \vay of example tellino. explain' Ii ing, 
apolognsingy, requesting. asking for clarification. asking for a person to repeat what has 
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been said and what he is thinking. Particular importance in FL leaming, is attached to 
spontanei . ty as this marks the qualitv of native-speaker like competence. 
(4) Analvsis of Speech Turns 
Many of the terrns used below are adopted and in some cases adapted frorn the findings 
of Sinclair and Coultard (1975) and Canale and Swain (1980) for anaivslng spoken 
discourse. A turn can take one of four forms., nameiv sentential, clausal, phrasal and 
lexical (Sacks. Schegloff and Jefferson. 1974. p. 702). Often, the speaker may not 
actuallv know how the initial utterance will end as the process of speech is an organic 
one. The issue of turn allocation is likewise important. Just exactly, who will f6flow on 
from the current speaker's turn. is open ended. The turn could be allocated by the current 
speaker's selection of the next speaker, by asking a question or seeking a response to a 
staternent from someone. Or the next turn speaker could be self-selected. In both cases. 
there exists a potential for a gap or conversely an overlap between the two turns. The 
moment for speaker change frorn one turn to the next is not alwavs clear. Inevitably. 
from the moment it starts. a turn will reach a transition-relevance place at which point 
one turn may end and another may, begin but the perception of when this moment arri . ves 
can be different in the rninds of the current and next speakers. In fact, the current speaker 
may not realise that he %. vants to continue until he is interrupted. In any case. there are 
linguistic repair mechanisms for dealing with such errors in turn-taking 
The character of turns changes throughout a dialogue. The first turns generally involve a 
form of LreetfflL, while the ciosim-, of a conversation is achieved bv a sense of consensus 
(sometimes more explicit than others) between the speakers. In the case of an oral 
examination. there is a pre-existing format in existence which dictates the exact nature of 
the turns between the teacher-examiner and the student. In all of the above cases, the 
decision to begin a turn in a dialogue requires the individual to have a sense of 
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motivation for listening to the linear development of a conversation in order to be able to 
respond to the previous speaker or self-select for the next turn. 
A turn or move can be divided into acts which are defined as discreet communicative 
functions. The acts can be defined as follows: 
(a) Starter -A lead into a question. 
(b) Elicitation -A question. 
(c) Acknowledgements - Responding through actions or words indicating that the 
respondent's words have been understood. 
(d) Checks - Confirming information heard by seeking clarification. 
(e) Comments - Reacting to what one has heard by expressing a view or using a verbal 
gesture. 
(f) Thank - Acknowledging the respondent's contribution in the conversation or 
expressing thanks. 
(g) Command - Directing the respondent to do something. 
(h) Expressing irritation with the leamer- Indicating that what has happened or been said 
is not what is required. 
(i) Correcting - Interrupting the speaker and correcting a word or expression either badly 
pronounced or wrongly expressed by the candidate. 
0) Back Channel - Using the sound Wlmm' for example. A back channel can be both 
positive or negative. 
(k) Guiding through a difficulty - Directing the learner to a place in the text so that the 
latter can offer an answer. 
(1) Interactive markers - Such asyou see'or'well' 
(m) Fillers - Such as'uW and'okay' 
(n) Intedection - Adding in an unrequested comment. 
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(o) Ellipsis - The omission of the subject and in some cases the verb which are not 
necessary for understanding. 
(p) Slang - The use of informal language which is not generally accepted as standard 
usage. 
(q) Hedge -A linguistic feature marking the absence of certainty (Scarcella and Brunak, 
1981, pp. 59-75). 
Aspects of Russian Discourse 
Some researchers believe that the organisation of any discourse is affected by cultural 
attitudes. Clyne (1992, pp. 116 ff. ) offers German as an example by stating how essay 
writing plays a far less crucial role in German education than in those countries which 
have English as their 1ý1. For Germans, the primary concern is content. Within the body. 
of the essay, linearity is less important than in English essays and digressions are more 
tolerated. In both school (right up to Abitur level) and at universities, more importance is 
attached to oral expression than in the United Kingdom where the performance in a 
written examination remains the key assessment tool. In general oral communication, 
Germans are more formal in their routines for beginning and ending conversations and 
more direct in what they say but use much less small-talk. This can lead to confusion at 
times for the German speaker when communicating for example in English. English 
small-talk can be interpreted by the German as a sign of Triendshipý if he is unaware that 
it is used frequently in English, but mostly on a superficial level (Clyne,. 1992, p. 119). In 
the realm of humour, it is well known that Germans are often accused of not having a 
sense of humour by English speakers. Clearly, this is untrue, but it is also true to say that 
they do not use or appreciate to the same degree the verbal humour and irony of English 
speakers in their daily discourse. This may be partly due to the fact that German children 
do not have the same richness of trudition in children's riddles and rhymes based on 
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linguistic creativity and polysemy which English speaking children have (Clyne, 1992, p. 
123). 
The reasons for including the above details are numerous and also important when 
analysing how Russians learn English discourse. First, Germany is much closer 
geographically to the United Kingdom and is part not just of capitalist Western Europe 
but also the political machine, called the European Union. By contrast, Russia is both 
much further away (and therefore more geographically isolated) and outside the borders 
of the EU. It is also just beginning to embrace capitalism after seventy years of 
communism. Second, many citizens from both Germany and the United Kingdom have 
been able to visit or reside long term in the Ll country, as they wish, for many decades. 
However, Russian citizens have been starved of these same opportunities and thus 
possess a much weaker knowledge and awareness of life in the West. Third, English 
belongs to the Western branch of the Germanic languages and has strong similarities to 
German itself. However, Russian is part of a completely separate branch of the family of 
Indo-European languages, namely the Eastern Slavonic group. Consequently, the level of 
transparency between Russian and English is substantially less than that between German 
and English. Gethin and Gunnemark (1996. p. 170) write that English and German have 
between 25-50% transparency, while English and Russian have circa 10% transparency, 
primarily in the field of international words. 
In all these cases, there is more to unite than divide Germany and the United Kingdom, 
their two languages and cultures and yet difficulties still occur for the TL speakers of one 
language when trying to master the Ll of the other. It is therefore only logical to assume 
that Russian speakers experience greater difficulty in trying to master English as the Ll 
than their German counterparts. These difficulties occur at different levels such as 
grammar or cultural awareness, but for those who have completed their schooling in 
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English, the key. issue is often discourse. Therefore, in order to proceed with any deep 
evaluation of the discourse of Russian-produced textbooks, it is essential to highlight key 
differences between Russian and English. For this pUrPiOse, Wierzbicka (1992) has been 
analysed and the following comments supplied by the latter will shape the approach to 
the analysis of any discourse. 
Wierzbicka observes that strong cultural themes in Russian culture and language can be 
found in Russian discourse with its many references to the soul, fate and yearning. The 
latter can be found categorised into four specific groups: 
(1) Emotionality - mirrored in the high emotional temperature of Russian discourse. 
Russians are wann and expressive and have a strong sense of affiliation but are seen as 
undisciplined and needing to submit to authority. 
(2) Irrationality or non-rationality - stresses the limitations of logical thinking, human 
knowledge and understanding and on the mysteriousness and unpredictability of life. 
This distrust contrasts sharply with Western emphasis on rationality and the individual's 
will and actions. 
(3) Non-agentivity - the feeling that human beings are not in control of their lives and 
events. There is a tendency for fatalism, resignation and submissiveness with less 
emphasis on the individual as an achiever. Wiezbicka (1992, p. 396) cites the comments 
of several Russian thinkers, such as Fedotov who compared the activism of the West 
with the fatalism of the East and SoleVeVs view of the Wesfs energy and independence 
versus the East's subordination and submission. 
(4) Moral passion - the importance of the struggle of good over evil in oneself and others. 
There is a tendency to extreme and absolute moral judgements. 
These conceptual differences between East and West also appear in the realm of 
language and how individuals from each society express themselves. 
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(1) Russian is rich in active verbs of emotion, many of which are reflexive, thus 
emphasising the strong personal involvement of the speaker. By contrast, the Anglo- 
Saxon 6ulture, from whence English originates, lacks the same range of emotional 
expression and tends to use adjectives to convey a similar message. 
(2) A distinction exists in the issue of the agent as the doer or the passive experiencer. 
The Russian language tends to overuse the passive in the experiential mode. The dative 
case stresses what is happening to the person, thus leading to greater emotional intensity. 
this construction is evidence of what Wierzbicka (1992, p. 413) terms a 'patientive 
orientation' or a 'what happens to me syndrome'. In English, however, there is a greater 
use of nominative constructions which emit an 'agentive orientation' or a 'what I do' 
syndrome. She argues that these characteristics are evident not just in what the speaker 
says but feels. 
(3) Russian grammar has a wealth of constructions which present reality as contrary to 
human desires and the human will. By contrast, English grammar is rich in constructions 
which link causation with human will in a positive way (i. e. volition and cause, such as'I 
managed to'). Wierzbicka (1992) quotes Peskovskij's descriptive term of the Russian 
lavos', an attitude which treats life as unpredictable. This is reflected in the Russian use 
of impersonal pronouns, therefore focusing on the unknown. In English the reverse trend 
occurs. 
(4) Russian has a greiter use of words of moral condemnation. The English speaker, by 
contrast, tends to understate when expressing a negative evaluation and to overstate in 
expressing positive values of certain trivial subjects. 
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Ir 
BaptiaH-r N2 5 
5. rlpo-wafte TeNcr H BiAepwe eAtlHcTBeHtio npaBwiLHbiii BapHaHT H3, 
, ieTi. Tpex npe; taoixeHHbIX- 
In. Japan . ................................ . Employees work bard and do hou. rs of 
unpaid overtime to make their firms more efficient. If necessary, they'give 
up Nveelýends with the family to go on business trips. They are loyal to their 
organisations and totally involvedwith them. 
(1) there is a close relationship between the worker and his company. 
(2) there are no weekends for employees. 
3) workers go on business trips with their families. 
4) employees are not paid for their work 
Bbi6eptae eaHHcTBe. 4Ho fipaBHjibHbiit' BapttaHT 113 I-ICTI, Ipex npe; ljio7lCeHHbIX. 
a 62. He* ei s 'id he ........... ney his first day at theiý 
(1) would forget (2) will forget (3) is to forget (4) forget 
63. The Metropole is ............... hotel in town. 
(1) noisy (2) tfie most noisiest (3) the noisiest (4) noisier than 
r 
64.1 ............ my friend's calculator this afternoon. 
(1) will be using (2) will be used (3) use (4) used 
65. The phone rang while Gary .......... lunch. 
"ý(4)*-ha-s --- ma'de' 
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I 
77. The children can'swim . .......... 
(1) can't they (2) can they (3) do you (4) don't you 
78. Cricket is a game ......... in. English speaking countries, 
(1) play (2) played (3) playing (4) plays 
79.1 never ! neet ......... interesting people. 
(1) some (2) any someone (4) anyone 
80; Tony is a keen golfer, 'but unforunately he has .......... ability. 
(1) many (2) few (3) much (4) little 
J; 
76. Mr. Brown is ............ lecturer. 
(2) the (3) a (4) dn 
77 . .......... you go to the cinema last night? 
(I)Did (2) Have Wý" (3) Do (4) Does 
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Test I year 
1. Write in the plaral, form of th6 following nouns: 
church lady party mouse bar 
mzcry +Met Sheep city tooth 
11. Put in the dzrrect form of the pronouns; 
1. books -are thin. 
a) this b) these c) that d) those 
2. What are 
, a) thi s b) whose C) these- d7 those 
3. He has friends here. V" 
a) many b) much c) little d) few 
4;. 7-hey are busy with '*_-_-'.,, lessons. 
a) her b) there c) our d) their 
5. Show yotar drawing. 
a) his b) th,: ým c) him d) her 
6. These flowers are so nice. I am -Fand, a+ 
a) they n) them c) their d) its 
7. Is there 
------- -- 
lean water in the battle? 
a) +e 13) any aý many d) some 
IT-1. Correct the miztakes. 
1. Does he got new car ? 
2. She speaks the Spanish very gnod. 
'r. He -never wear hat. 
4. He"s liking a black coffee. 
W. r likes lislen to the music. 
ly. Make up quMstLonz about the missing information. 
i. Peter has children. (Two7 Thres? ) 
2. She viorks in--the ....... shop. (Back Shop? ) 
". The supermarket closes at ----- 
(9P. M. ) 
4.1 go swimming ------ 
(Once a week) 
Y. Put the necessary preposition into each gap. 
Scme-timas no preposit. Lan is necessary. 
1. She listens 
-----the news _____thL= radio. 2. I'll see you ----- 
9.00 tne morning. 
Z.. I'm looking ----- MY neighbOur's cat while she is on holiday. 4. She usualjy goes ---- 
homQ 
-----bus. 
_ypes of t1iii I 
My sister'-eatt. MeaL every day because she likes 
YZI. Form tne degrees a+ comparison. 
týuzys noisys modern, humierous, funny, little, bad, na-ar. 
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EXAMINATION GRAMMAR TEST 
THE SECOND YEAR - 
1. USE THE REQUIRED TENSE-ASPECT FORMS IN THE FOLLOWING TEXT. 
One Saturday evening Herbert said suddenly: 'Mum. I( to ask) a young lady to come in to tea tomorrow. 
is that all right? ' 
' And may I ask who she(to be) and how you (to get) to know herT 
3 Her name is Betty Bevan, and I(to meet) her first at the pictures one Saturday afternoon when it (to rain). 
Sh .e (to sit) next to me and she (to drop) her bag and I (to pick) it up and we ( to get) talking. ' 
'And when all this (to happen)? ' 
'About three months ago, and we (to go) to the pictures about twice a week ever since., 
' What she (to do)? ' 11 - 
'She (to work) in a typewriting office in the -City 
Next day Mrs. Sunbury (to arrange) the tea stylishly. Herbert (to give) the tea-table a glance of surprise 
as he (to usher) the girl into the sitting-room Mrs. Sunbury (to cast) a look at Betty's make up and dress 
and (to take) an instant dislike to her. But she (to decide) to behave like a lady. 
She (to pour) out tea and (to cut) the cake. Betty (to take) a bite at if and when she (to put) it in her 
saucer it (to fall) down to the ground. 
'Oh, 1(to be) sorry, ' said the girl, as she (to pick) it up. 
'It (not mat-ter) at all, I(cut) you another piece, ' said Mrs. Sunbury. 
Betty (to reffise) (to have) more tea. But when Herbert (to light) a cigarette, she said to him: '(to give) me 
one, too, please. I (to die) for a smoke. 'Betty (not to be) such a full as not to see that Herbert's mother 
(to do) all she could to make her uncomfortable and she (to be) offended. 
Finally Herbert said: ' Well, Betty, I think it's about time we (to go). I (to walk) back with you. ' 
'It (to be) a pleasure to see you, Miss Bevan, I'm sure, ' said Mrs. Sunbury, rising to her feet. 
Total - 39. 
IL A, an, the or - (nothing)? 
1. 
_ 
diplomat is 
_ person who can 
tell you to go to hell in such a way that you actually look 
forward to 
_ 
trip. 
2. 
_ 
dog is 
_ only 
thing on earth that loves you more than you love yourself. 
3. Americans like fat books and thin women. 
4. accountant is. man who is hired to explain that you didn't make money you did. 
Total - 11. 
III Choose the ri-ht word. 
1. As soon as I saw him I was (suretsurely) he had been drinking. 
2. Do you think that's a (real/really) diamond in her ring? 
3.1 read an (amazing/amazingly) thing in the newspaper this morning, 
4. The food was (wonderful/wonderfUlly), but the service was (awful/awfully). 
5. The job was (surprising/surprisingly) easy. 
Total - 6. 
IV. ing or ed? 
I. I was surpris_ tosee Ann there. 
2. T find this work tir 
3, 'Hir-iiaE. iiiilfts-were'd7is-apý'o'mt'- 
4. The news was really shock 
5. She was exit about her newjob. 
Total - 5. 
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VeCONTLETE THE FOLLOWING SENTENCES. 
1. Your dress would look nicer if 
2. If it were pot for his family 
3. I'll be grateful 
4.1 would take her to the party if 
5. In case me know. 
Total - 10. 
VLTRANSLATE THE FOLLOWING SENTENCES INTO ENGLISH. 
1. MIMBCK CIUMHO 113MeHlInCA C Tex nop, icaic 31 BnepBbie npi4exaji cioga )icxTb. 
\3 j 
2. B TO BpemA Korga oiia rOBOPHiia 110 Teiie#HY, AM Haqajim ; zpaTbcx m pa36=11 oKHo. 
\3 11 - 
3. Ecim 6bi He 6boo Taic xOnOAHO cerogim, 31 6bi cxoAi4na Kyjza-HH6yXEb. 
\3 Vý 
4. ((0 H pa6OTaeT Ha 3TOR Heaene? D - 
HeT, OH B OTrIyCxe. )) 
\3 
5. A cnpocHjl, nonemy OH He OTBeTXJl Ha rvioe nHcbmo. 
\3 
6. B TOT zeHb Hac BCTPeTI4JI14 B a3ponopTy 14 npHBe3JIH B OTeJlb. 
\3 
7. tlem 6ojibuie OH gyman 06 3TOM, TeM memme emy 3TO Hpawinocb. 
\3 
8. ((Tene#H OTM10141MID). <(TeGe ciiegoBajio aaBHO oniiaTxTb cxim)) 
\4 
9. ((Tbi BBlrJlA; lRIlIb ycTaBIUHM. )>- (, Lq paGOTaii B caAy Becb AeHb. )> 
\4 
10. MHe cxa3anx ripmKmm Ta&riencu TpH pa3a B AeHB. 
Total - 29. 
TOTAL - 100. 
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,, Reprted speech 
ad year*studehts 
Test Papýr. 
1. Uorivert into-reported speech: 
1. "What' s the time 7. M7 `; ýatch- -has stopped. 
2.2. liave you anything* else. you want,: tcr explain't. o -. iie Penry? " 
3. "When. Will IýR. Dobson be back? 6 
4, "What are 7ou, doiný 
5. "I'm Very tired and 1"wani . to.. go* t. 9 bed* earlyý'11, 
6.111s there anything else- on your mind,: txiký"' 
71.1ýýy didn't he tell. me about 
8. "1 bought a very illtýeresting IbQo% yesterday"**.. 
c). ý' Do you want -to . 
1ýave a-*message? " 
10,11uan you help me t6 darry thssie" papers-, pleaSie? " - 
II. Complete. the- sentences witý the coiýreý, t-'fox; m-of. BAX'or TELL 
I. He I wasý wrong. 
2. us about your. ahs.. pl 
3. Harris them they*could f ollow. -him.., 
4. She =XX she would. be ýate. - 
5. Did she ymu what hs: pp6ned? 
to the., G. What. did you pol#e.. 
?. He couldn't help-me. -He -me" to* ask 110m. 
8. She us a lot. of - liei.. 
9. The man, 'he would maste r. go -and consulý. hip. 
10. She she would. us ali aboýLt, it. `ý he next 'time. ý; e - met. - 
111. Translat6 into* English: 
I. ' OH oxa3an, 'qTO OEX pýCOMPT"tM66Te, '. 
2, - MU ciipoc=. ero- rge oH... x T., Al 
%Y 
? TOT. -, -Rd=8i 
3. Oiia cnpoczza, unemy. mH (=Z0MMUIaT0. npzrzameuze, #. 
4. Ox. Exautz Ham, 'qTQ I= 
4. 
5. *Ox czmaz ;, qýo Z*QrzozeT. zarA--i 
6 Xiia'czasajia, `qTO. oH4 -6mkdzact. ` 
7XII cxasaz 62, Caodu oxa Ile qF4ýaza, ABqPB, -. 
TIT66Bf cHa ýge . 
3, BOHIift6--B IIR= Hu-e a3 a=, 
9'Xiia crmEýza,. TMO adqAz -p iýqiD66- 0:, damou., - 
10.1& OnPOC= Xxt xorga. cEz iýpXeAy; z,,, ' 
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The uerund 
3rd year 6tudents.. 
Test Paper 
Mýpply the correct Uerund form of the verb given in brackets: 
I. She. was tired of (treat)' like a silly child. - 
2. He denied ( speak) to"the manager. 
3-your room * wants 
( redecorate). 
4. This film is worth. ( s-ee).. 
5. Fancy ýmeet) you herel 
6. He didn't mention t. meet) her, 
7.1 don't remeber (hear) this story beýore. 
8.1 think your hair neads(ctit). 
9. They must work w! t! ioUt'(distj=b). 
1O. She complained of not (listen) to. 
I 
Insert'the correct preposition before the. geruhd where. required.: 
I. He was accused ' having made a mess. 
2. He sUaceeded per6uading us to go there. 
3. Fred confessed _ 
having robbed a bank. 
4. Ho agreed selling his car. 
5-It's no use. buying this'dictionary. 
6. She kept 
_ 
talking;. 
?. We ate very pýeased -'your'coming*' S. Is there any possibili . ty-_ meeting, ýhem? t 
. 
9. Tom burst laughing. 
10. We look seeing 70U. 
Translate-into ! Zglish: 
I-OH XX tPe)InOXZZ OdCY; LZ. TB. STOT Bolipoo, 
I; i. M3BXHXTRý,., 'qTo' a Bac IipepuBajo, 110 y- mo FoHqa . eTCJI Bpe&a., 
S. TeTA IIOMM mAzza -Toma nsderaza ero.. naicasuBaTL 4. C iieft deciione3Ho CnO. PZTB. 
HaCTaZBam Ha TOM, IITOýbl Bu noeXa= Ty; za EemeAzeHHo. 
6. Emy COBOeM He pm8axan MBICM*-'BCTaBaTB TaR paHo,, ' 
7. HeT. IIPZTIZHU TaX cePART 
' 
Bdij. 
8-Y Hero HeT Hx vaze2mero 
* 
mana BLIZrpaTB. 3 TY roHxý. 
9.0HZ OTAOXZJM 110 Rygzy.. -ma=xs. 10.1, lu-dbum-, -y; =jieim-YBZZeB'= 
. 
3wene. 
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5_7 
I. Choose the correct form of the pexticipl? 
I. Jac'. -. had never expected to get the ýob. He-was (astonish) when he got it. 
2. Wh3r do you always. look'so ( to-bore)? 
3. Her explanation was very ýto confuse). We didn't understand anything. 
u 4. (to stir) by the be4 ty of the sunset,. she strolled. 'along the beach. 
5. Dan picked up the (break) vase foom. the fl6or. 
G. There was one bright star ýto shine) in the sky. 
7.12hey saw Irene. (to sitj on a (to fall). -tree. 
-e never seen a man so ( to change) 
99kre you t to-interest) in buying a carY. 
I O. S] a cut her footý on a Dieeýe of (to break)'glasss. ha. lf ýto hide 
th( sand. 
II. T: inslatG into xnglish 
r, c c=ajf, Rax ZzyH iLiaxajia -B d6aagHe2, xomHaTe. 20. To I yCjIbnaaZ, ' RaR'RTO-TO IICSBaJl., ero 
S. Ko za oHa iujia BAOJM no y=le, oHa yc., iLwajia, icax RTO-TO zrpaz Ha Mape, 
.a cxa3aiia, IqTo e: ft OTPeMO , 
HTRPCB4,, M RBaPTXPY Ha npoiuzo2 HeApne. 
5. Y Tedsi o'qeHL xpaczBo e name. rAe TU, ero cnizaa? 
6,1,1, vlu Bizemxax OH BXOAXZ B AOM, 
7. Erv; r HpaBxnocL HaOjmAaTB, xax xeTX Xrýa= ''I. -Cagy, 
B. Te,, e yxe-OTpemoZTZPOBa; m-TezeBZSOP? 
9. Ec *c xoqeT, TIT06LI padOTa buza cAezaua x 4a-, Hz4e. 
IOJJ), ýmy TbT He cAezae. mB CTP=IlQjý. 
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GRAMMAR NAME 
GROUP NUMBER 
DATE 
1. Change the following singular words into the plural: 
child book knife mouse fox 
match foot fish ship 
lynx 
/10 
2. Change the following plural words into the singular: 
sheep men ; wives 3 
3. Fill in MUST or MAY or CAN 
Coming across the street, you look left. It's urgent, you do it at once. 
you do the shopping for me?, ' /3 
4. Give the degrees of comparison: 
warm - good ; tall funny 
short ; expensive 
115 
5. Fill in the gaps using appropriate form of adjectives: 
Hellen is tall ) than John. 
This dress is (expensive) of all in the shop. 
/3 
6. Choose the correct form of the possessive pronouns 
This is a nice room. (his, her, its) walls are blue. 
Tom has a dog. _. 
(his, their, her) is very clever. J2 
7. Choose the correct answer by circling the correct form: 
Yesterday Ia letter to my friend. a) wrote; b) write; c)written 
He up at 8 a. m. a) getting; b) get; c)got 
They at school last week. a) are; b) was; c)were 
she learn this text? a) had; b) did-, c) was 
We see any movies last month. a) wasn't; b) hadn't; c) didn't 
15 
S. Articles 
He went to Moscow a) the; b) -, c) a 
This is Peter's book. a) a; b) the; c) - 
sun is shining. a) the b) a c) - 
This is bag, I bought yesterday. a) - b) a c) the 
This is table. a) a; b) the; c) 
9. Complete the sentences 
If it were winter, I 
If you find a horseshoe, 
10. Choose the correct tense 
If he (will not, would not, doesn't didn't) call her, she will be disappointed. 
11. Report the following 
She said: <(Lock the door, Johm) 
/2 
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LIFE IN SPACE 
We haven't conquered space. Not yet. We have sent some 20 men on camping trips to the Moon, and 
the USA and the Soviet Union have sent people to spend restricted lives orbiting the Earth. During the next few 
weeks, for instance, the US Space Shuttle will take Spacelab into orbit, showing that ordinary (non-astronaut) 
scientists can live and work. in space - for a few days only. 
I All these are marvelous technical and human _(I), 
but none of them involves living 
independently in 
_(2). 
The Russians need food and even oxygen sent up from 
(3). 
And they haven't gone far into space. The _(4) of 
Sheffield are farther from London than 
those of the Shuttle or Soviet's Salyut. It is only in (5), and in space movies, that people spend 
long 
_(6) 
living more or less normally deep in space. 
But in a _(7) of 
decades - by the year 2000, say - this could have (8). 
There could be settlements in space that would house (9) leading more or less normal lives. 
The picture on this page (10) where the settlers would live. It seems like 
G 1) fiction - but it is not. It is based on plans produced by 12) people: engineers 
and scientists, headed by Gerard O'Neil of Princeton University, _(13) 
to a conference by 
NASA. 
They are space enthusiasts, of course, but they are not_(14). 
The settlement is a gigantic wheel, a tube more than 400 ft in (15) bent into a ring just 
over a mile across. The _(16)spins gently 
once a minute. It is thds gentle rotation that makes this 
(17)different from the Shuttle and Salyut, and - (18) different from the Lunar 
modules that took man for the _(19) 
time to any non-terrestrial soil, because the 
spin (20) a force that feels like gravity. Every space trip has _(21) 
that the human 
body needs gravity if it isn't to deteriorate, and _(22)also makes normal activities possible. 
Nobody 
would want to live for long in a _(23) settlement where everything - people 
and equipment and the 
(24) they were trying to fry - moved weightlessly around. 
With gravity, 25) in space can be based on our experience on Earth. We can have 
(26) and factories and houses and meeting-places that are not (27) by guesswork. 
The need for gra%ity is one of the (28) for building a space colony, rather than sending settlers to 
an existing 29) such as the Moon or the planets. The Moon is (30). It's gravity 
is tiny - and any one place on the moon has 14 days of _(3 
1) followed by 14 of night, which makes 
agriculture (32) and means there is no using solar energy. 
In the settlement, which floats in permanent sunlight, the day-length is controlled. A gigantic mirror 
about a mile in diameter floats weightlessly above the ring of the settlement. It reflects sunlight on to smaller 
mirrors that direct it into the ring. through shutters that fix the day length. 
1. a) goals 2 a) space 3. a) Moon 4 a) residents 5. a) article 
b) achievements b) country b) Sun b) pilots b)report 
C) success c) outside c) Earth c)equipment c) fiction 
d) things d) alone d) labs d) pictures d) papers 
6. a) times 7a) couple S. a)lasted 9. a) adventures 10. a) divides 
b) periods b) many b)stayed b) people b) protects 
-, c) , c) plenty .., 
c). chang--d 
.., c) 
journalists-_ C) 
demonstrates 
d) months d) lot d) became d) pilots d) shows 
II a) science 12. a) clever 13. a) summoned 14 a) pilots 15 a) diameter 
b) scientific b) ambitious b) declared b) engineers b) sphere 
c) literary c) hard-headed c) announced c) staff c) ring 
d) archaic d) intelligent d) reported d) dreamers d) oval 
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Paöo, qaa nporpamma xm CTY9eSTOB 1; 1%'Y. Pta - 
eai, -yjibTeTa *coignaiii. Hbix KommyiiHicauiiii 
iia II cem. ecrp 1996-97r. 
HeAejin, nacm Reading Speaking. Grammar Listening 
Skills and wr.. t#pg skills-1-- 
skiRs 
L 1-0h. "On -educatioe' by F. P. [Future "Headway. " 
Dunne. Continuous DO 
4h. Future Perfed'Bm6opy 
Unit 10, upeno=a 
4h. Teim 
U. 10h. - "On education7 by F. P. I Past 
Dunnq. Cc ontinuous. 
4h. Unit 12. 
, 4h. I M. 10h. "Let's have a picnic", Present 
(Fro&HumourVariety Perfect. 
' Stories, Jokes, Cartoons) Unit 13-14 
4h. 4h. 
IV. 10h. "Let's have a picnic, " Present 
(Fro&'HumourVafiety Peffect. 
Stories, Jok-.. s, C&-toons) Unit 15 
2h. 4h. 
C. Con not Imowing 
English". 2h. 
IV. 10h. "On not Imowing Presemt 
English. " (From "How Perfect 
to be an Alien7' by Continuous, 
G. Mikes)-4h. Unit 16-17 
4h. 
VIL 10h. "Many Moons" by Present 
James Týwber. Perfect. 
4h. Unit 20-21 
Past simple. 
Video, 
films I 
"Follow 
-I . -- 
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VH16 10h. "The match-maker" by Past Perfect. 
H. Mmro. Unit 22. 
4h. 
_ -_ _... . _4h... ___. , IYL 10h. "Me match-makee' by Past Perfect 
H. Munro. 2h. Continuous. 
'Terhaps we shall meet Unit 23-24 
aga&'by R. E. Bates. 4h. 
2h. 
X. 10h. "Perhaps we. ýhall meet Passivd 
acrain! ' by H. E. Bates. Voice. 
4h. Unii42-43 
-1 
4h. 
fOh6 
"Seeing people off' by Passive 
ý4ax Beerbohm. Voice. 
4h. Unit 44-45 
4h. 
XEL 10h. "Seeing people off' by Passive 
Max Beerbohm. Voice. 
4h.. Unit 46 
4h. 
x1n. 10h. "A man in the way" by Auxiliazy 
Scott Fitzgerald. Verbs in short 
4h. answers ' and 
questions. 
Unit 51,52 
4h. 
XV. 10h. 'Teter Two" by Irwin ApTmm. 
Shaw. 4h. Unit 71-73. 
4h. 
X'V1.10h* "Peter Two" by Irwin ApTmm 
Shaw. 4h. Unit 74-75. 
4h. 
XV11.10h. 'Teter Two" by Irwin AnTmcs 
n 
Shaw. 4h.. Unit 76-77. 
1 411 
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XII The Dinner The, Infinitive, -. -Units 22-23-, 
56-60 party. 4h. 2h. 2h. ' 
10h. 
NM. Caged. The Infinitive. Unit 24 
. 
2h. 
61-65 4h. 21L . 21L 
10h. 
N: [V. Caged- The bfmitive. Units 25-; 6 2h. 
66-70 4i 2i 2h. 
- 10h. constructions XV. Revision. Revision. Units 27-28 2h. 
71-75 41i. 2h. 2h. 
10h. 
XVI. REVI S10N Units 29-30 
76-80 2h. Revision 
iOh. TEST PAPER 1 
.1 
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